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This publication is one of a series of four volumes
on educational innovation :

Volume I is concerned with central institutions ;
Volume II deals with innovation at the regional level ;
Volume lit deals with innovation at the school level ;
Volume IV "Strategies for Innovation in Education",

summarizes and draws conclusions based on the earlier volumes.
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PREFACE

The vast literature on the dynamics of social change, with

ite two main sources in the empirically-based social sciences

which grew up in the United States and in Marxist political and

social theory, makes it necessary to justify yet another report

on this subject. This justification lies in the reality that,

whereas it seems apparent today that social changes are mainly

driven by changes in social values and culture, most existing

theories make the social components of change subordinate to eco-

nomic or technological transformations in society.

The very idea that there might be "Strategies for Innovation

in Education" - the title of this report - implies a voluntarist

concept of social change in contradistinction to the view that

social change is a residual, It means that we can "create" the

education system, and therefore the society, that we in some

sense want.

Heroin lies the dilemma. For in education, and in all

social affairs, "we" are the parents, the children, and the com-

munities which in the real world have conflicting views of what

we want. Thus, a strategy for educational change cannot be

orchestrated by policy makers. It must allow for the participa-

tion and power of all the social groups involved, whether

national, regional or local.

At the same time, the general features of the educational

system must reflect the will of the political community in its

most general sense, for in the societies of the second half of

the 20th century education has become a key to equity for all

citizens. And equity to some extent means the same for all.

Thus we find in education all the problems of relating general

political decisions to grass roots democracy.

It was for these reasons that the study which follows was

based on a variety of case/studies at different levels of the

educational system, ranging from central government institutions

to individual schools.
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The new thing that emergcc from the study is that, whilst no

single model could or should prevail, the broad features of an

innovation system in education that can respond to modern needs

are identified. Some decisions about change in the educational

system belong, of necessity, to the community as a whole; in that

sense there should be a national strategy for educational change.

At the same time, many changes can only be initiated at the local

level, and all call for creative action in the school: decentra-

lisation of power is thus a necessity for the functioning of the

educational system. Yet the school can only be creative if the

environment is conducive to change, and this is dependent on many

aspects of policy for which national, regional and local authori-

ties are responsible: financing, information systems, research

anti so on.

We are thus led to the conclusion that one of the most chal-

lenging tasks in the 1970s will be to develop national innova-

tion systems which can facilitate change as a permanent feature

of educational systems. This challenge is common to many areas

of social action in addition to education, for example health and

urban development. It is hoped that this report will thus have a

significance beyond the field of education as such.

The project has involved the professional and organisational

efforts of a considerable number of people, and the final syn-

thesis is built upon such efforts. It is in a real sense the pro-

duct of a team effort, and I would like to thank all those whose

painstaking professional contributicns, particularly in the case-

studies on which the whole analysis has been constructed, were

essential to success.

The results of the project will appear in four volumes, of

which the present report is the final synthesis:

Case Studies of Educational Innovation:

I - At the Central Level

II - At the Regional Level

III - At the School Level

17 - Strategies for Inncpration in Education

The author of the final analysis reported in this volame is

Mr. Per Dalin, who was the CERI staff member responsible for

developing and supervising the project.

J. R. GASS
Director

Centre for Educational
Research and Innovation
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SUMMARY AND CONCLUSIONS

The present study is an analysis of 17 case studies of ihno-

vation organised by CERI, following a recommendation from the

CERI conf.!rence on the Management of Innovation in Education,

held in Cii.mbridge, England, in 1969. The general purpose of

these case studies was to achieve a better and more comprehensive

understanding of the change process in education in relation to

political, administrative, organisational and educational dimen-

sions. The research aT:J)roach involved a study of innovations at

three different levels of the educational system, namely:

1. Innovations at the central level

2. Innovations at the regional level

3. Innovations at the school level.

The rationale behind the selection of these three levels of edu-

cational practice was the assumption that the influence of various

forces inside and outside the educational system would operate at

one or more of these levels.

A Theoretical Framework

As a basis for the research design, a survey of the litera-

ture on change was undertaken, and a set of definitions was chosen

to allow international comparison of results. The term "innova-

tion" in this study means "a deliberate attempt to improve prac-

tice in relation to certain desired objectives". This, however,

does not exclude innovations which are also concerned with the

shaping of new objectives or policies or functions unrelated to

old objectives. The definition implies that something better is

replacing old practices. The important question is better for

whom? This has been an important question for all the 24 resear-

chers who were invited to plan the individual case studies and

carry out the field work.

In this study the following categories of educational inno-

vation have been distinguished:
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Category I

Category II

Category III

Category IV

Ob ectives and Functions

Innovations concerned mainly with the objec-

tives and functions of the school in, its

broader social and economic context.

Orsapisation and Administration

Innovations concerned mainly with the organi-

sation and administration of the educational

system.

Roles and Role Relationships

Innovations concerned mainly with role defi-

nitions and role relationships.

Curriculum

Innovations concerned mainly with the

teaching/learning process, its aims, content,

methods, evaluation, material and the inter-

nal organisation of instruction.

The term "strategy" is used as a broad concept meaning "all

available procedures and techniques used by individuals and groups

at different levels of the educational system to reach desired

objectives". A typology originally developed by Bennis, Benne

and Chin(1) was used as a frame of reference in the study. The

three main categories are:

1. Empirical-rational strategies

2. Normative-re-educative strateaks

3. Political-administrative strategies.

As a model for analysis, a process-oriented model of innova-

tion was chosen, referred to in the study as the planning-

research-development- and diffusion model (P-R-D-D 'model).

The tasks for the present analysis can be summarised as fol-

lows:

A first task has been to study the process of innovation as

observed at the three levels in the system, and to compare this

with the P-R-D-Dmodel. A particular point of interest is the

conditions under which innovation takes place.

Are various types of innovation managed differently? What

effect on the process and on the direction of change does

1) Bennis, W.G., Benne, K.D. & Chin, R. The Planningiof Change.
Holt, Rinehart & Winston, London, New York, Sydney, Toronto,
1969, See further discussions Chapter II.
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participation f,c liffhrent interest groups have? Finally, what

effect do different personnel policies have?

A more general discussion of alternative roles of research

as a strategy in the innovation process has been undertaken on

the basis of this detailed analysis. In thin respect it is of

major interest to analyse the various relationships between

decision-making and research.

The study of various barriers and unintended effects has

been used as a starting point for an assessment of the process of

innovation, and an overall evaluation of roles and role-

relationships in the educational system has been used to propose

a structure for educational innovations.

Central institutions for educational innovation

The institutions that were studied in this category were the

Research for Better Schools Inc. (U.S.A.), the New Jersey State

Administration, Division of Research, Planning and Evaluation

(U.S.A.), the Schools Council (England and Wales), the National

Board cf Education (Sweden), the National Council for Innovation

in Education (Norway), the Ontario Institute for Studies in

Education (Canada), the Bavarian State Institute for Educational

Research and Planning (Federal Republic of Germany). Relatively

few characteristics are common to all the institutions studied.

They all, however, represent a departure from traditional stra-

tegies for educational change. They represent a necessary link

between the formulation of a normative change at the policy level

and the implementation of thi policy. They usually cover more

than one specific sector of the system and more than one region

of a country. Their concern with ti. educational system as a

whole is another departure from traditional, vertically divided

educational administration, and provides an opportunity for a

wider view of ee'cational needs in the entire system. Some

institutions look upon innovation as a means for serving politi-

cal objectives, others regard innovation as a response to crisis

in the present system, and still others look upon innovation as

a systematic research and development process. They differ sig-

nificantly in their relationship to policy, and also in their

organisational set-up.

A wide range of activities takes place in all the institu-

tions, large-scale curriculum developmnt being the most impor-

tant activity. The P-R-D-D 'model has been compered with the

13



innovation practices in the institutions studied. So far only

the RBS uses the P- R- D- D'model as its approaoh to it curriculum

development. Various aspects of this model are apparent in the

othir institutions, partly depending on their original structure

and relationship to the schools, and to decision-making bodies.

All institutions use a combination of strategies in their

work. Often political-administrative strategies provide a basis

for empirical-rational approaches, and in some cases the latter

are used to strengthen the basis for political-administrative

strategies. The normative-re-educative strategies represent the

most radical departure from present practice in the institutions,

and in only few cases are such strategies used by the institutions

themselves. The weakest part of the process in the institutions

seems to be the roblem-identification hase. This phase is more

a political process than an empirical one, but is inadequately

organised, particularly in institutions not closely related to

the decision-making structure. The different strategies used for

different categories of innovation seem to follow the same pat-

tern in all institutions.

Innovative regions

The regions studied were the Leicestershire region (U.K.),

the Devonshire*) region (U.K.), the Malmb region (Sweden), the

Wetzlar region (Federal Republic of Germany), and the York region

(Ontario, Canada). The regions were chosen not because they are

necessarily the most innovative regions in their country, but

because they are involved in innovation to a fairly high degree,

and are continuously trying to improve own practice. Each

of them represents the chief responsible educational administra-

tion between the national level and the schools. They differ in

their responsibilities, particularly in the way they formulate

and adopt new policies and develop and implement innovations.

Educational regions, by their very nature, play a middle man

role. Although they sometimes show leadership and initiative,

they are relatively small units and have small resources for

innovation, and therefore they try to link external with internal

resources. They play a linkage function. Negotiation is an

important part of regional innovations, and the managerial group

plays both an initiating and a service role. Evaluation is sel-

dom done in a formal sense, and in fact few innovations at the

regional level fall into the pattern of the P-R-D,ID

40)("Devonshire" and "Devon" synonomous.



A key element in the regional strategy is the use of infor-

mation and outside experts in the process. Also the change from

the use of inspectors, whose main function was to control class-

room practices, to the use of advisers, or consultants, is an

interesting example of a change from a political-administrative

to an empirical-rational and a normative-re-educative strategy.

Innovative schools

The schools which were chosen for this study were the Oslo

Experimental Gymnas (Norway), the Tapiola School (Finland), the

R/dovre Experimental School (Denmark), the Countesthorpe College

(U.K.) and the Thornlea School (Ontario, Canada). The schools

were chosen not because they had been identified at any time w.th

any one particular innovation, but because they were seen as

schools able to improve their own practices. They were either

schools "for the future", mainly resource-centred schools, or

"anti-schools", schools with radical alternative practices to

those of traditional schools.

New decision-making structures were important innovations in

two of the schools, as well as new teacher/student relationships.

Individualised instruction in one form or another was important

in three schools. The same was true for flexible groupings.

More subject-oriented innovations were typical for two schools.

All schools, but in particular those experimenting with new

modes of instruction and evaluation, faced negative reactions

from parents and the community. It appears that, as external con-

straints e.g. examinations) are modified local control mecha-

nisms (e.g. parents) tend to replace traditional external controls.

The process of innovation was characterised by openness

towards the outside world, and towards discussion and criticism

inside the schools. In most cases the innovations were not inven-

ted in the strict sense by the schools. Rather they were

developed by the schools. All cases illustrate that no idea,

practice or product is automatically applicable in the school.

Education is a process where an understanding of complex social

interaction procedures, human needs, administrative constraints

and the readiness of the total "school culture" is essential

before any innovation can even be started.

Evaluation is not done in any formal sense in the schools.

In most cases, however, through openness and skilful management

a process evaluation takes place.

15



In all the schools the "climate" is regarded as the most

important factor in the process of innovation. Leadership, par-

ticipation in decision-making, a problem-solving capacity and

openness towards problems and people seem to be important aspects

of this climate. Consensus about objectives or meanb is not

taken for granted and conflicts are an intrinsic part of any

innovative project.

There is no clear relation between the freedom which each

school has to innovate and the type of innovation which occurs in

the school, and which it defines as its task. A11.schools are

restricted by external constraints (regulations, examinations,.

financial limits) and by internal constraints (philosophy or

group climate). Fewer external constraints do not necessarily

give the school more relative freedom to innovate. External

"constraintst, are sometimes important shelters for the schools,

and if one tries to remove them, other mechanisms of control

replace them. This is particularly true if the constraints

reflect expectations in society or a description of the way one

wants to see the schools behave. Sohools are not free in the

sense of having freedom to determine their own function. Most

schools have some freedom to determine their practices, as long

as these are not inconsistent with the function of the school.

A careful analysis of the function which each external regulation

plays in relation to expectations in society is necessary if one

wants to give the individual school more freedom. As educational

systems function today, one is inclined to question seriously the

concept of autonomy of the school in the process of policy for-

mulation and even policy adoption.

The individual and the process of innovation

To what extent can the individual influence, participate in

and learn from the process of educational innovation? If the

innovation process is a continuous renewal process, it is an

important learning process that should involve individuals at all

levels of the educational system. Teachers form an important

interest group in the educational system. Teacher participation

in innovation is looked upon as crucial for its success. There

are clear differences amongst the countries with respect to the

type of involvement and the degree of involvement of teachers in

the process of innovation. Although teacher contributions are

crucial, it is difficult from the case studies to draw general
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conclusions on the effect of teacher participation. In schools

where there is teacher control of innovation, most innovations

are concerned with curriculum changes, which usually do not

threaten the role and status of the teachers and are far less

loaded politically than problems of school structure and admini-

stration. The tact that teachers play a part in the planning and

development of innovation does not necessarily mean that schools

are "better off", since the very fact that teachers have control

may prevent the schools from doing more "relevant" things, both

in the short and the long term, than innovations in curriculum.

Student participation in innovation also seems to have impor-

tant effects on the direction and process of change which differ

considerably from those produced by teacher involvement. In

schools where students have an important say, the innovations

which are favoured concern new roles, role relationships and

management structures. Students also seem to regard a number of

the traditional curriculum innovations as irrelevant and of little

value.

It is not necessarily_clear, therefore that "participation

in decision-making" means more democratic decision-making. In

most cases where localism is favoured, it means control by local

professional groups the neutralisation of other

groups who might conserve practices that others may wish to see

changed dramatically.

In few cases are the parents actively involved in the inno-

vation process in the schools. They do not seem to object to

internal educational innovations if these do not change the func-

tion of the school. As a conclusion Lone can say that the mana-

gerial group in particular, and also the teacher group, are the

most influential groups in the process.

Various incentives, selection and recruitment procedures

tend to influence the process of innovation. This is true for

all innovations studied, and may explain both individual and

institutional behaviour to a large degree. In most cases, how-

ever, it is noted that the procedures adopted are developed for

maintenance rather than innovative functions in the system.

The role of leadership seems to be crucial in most institu-

tions studied, in particular at the school level. Various styles

of leadership seem to produce the same type of result, but in all

cases "leaders" seem to play an active role in the search for

information and knowledge relevant to the innovative activities.
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Alternative roles of research in educational innovation

The growth of educational research and development has resul-

ted in new types of institution with innovation in education as

their only or main mission. This implies a change in the organi-

sation of research and often also a change in the role of research.

The research role is discussed in this volume in relation to the

P-R-D-D model, to policy, and to the schools. The possibilities

and limitations of the planning-research-development- and diffusion

model are summarised, based on the analysis of the 17 case studies.

The model Is looked upon as being a possible instrument for the

development of certain innovations in education, mainly restric-

ted to certain fields in the curriculum area. In these areas,

care has to be taken to secure a proper balance of objectives.

If the model is used as an overall model for educational change,

it means a centralisation of power based upon empirical-rational

strategies, and this has implications for the whole educational

system, particularly at the classroom level.

M)st of the central institutions studied are orienXed4..-

towards policy-making. However, their relationship to policy

differs. There is no clear common trend in the institutions

studied in t,rms of their relationship to policy-making. It is

clear, howeve7, that the degree of dependence on policy-making

has definite conse uences for the activities and the rocess of

innovation.

This analysis argues for a new and wider research role in

the schools themselves. Characteristic of this research role is

service to the user, to teachers, parents and students as well.

The purpose is "informative criticism"(1) which in the long run

may create a critical attitude which is regarded as a necessary

condition for a healthy educational system.

Barriers and unintended effects

Various barriers and unintended effects in the process of

innovation have been analysed. It is assumed that the proper

balance between stability and change is important in any educa-

tional system. At the same time, conflicts and unrest in the

system may be used as important incentives for meaningful changes.

1) Eide, K. Educational Research Policy. CERI/OECD, Technical
Report, 197T7
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In most innovative projects, creative individuals are crucial,

and on the other hand the process tends more and more to be regu-

lated and systematised, Sometimes creativity and planned beha-

viour are incompatible dimensions.

It is important to consider the way evaluation functions in

the process of innovation. Evaluation is important, but nften

it is connected with unjustified conservatism, and most often it

is based on a limited understanding of how the educational system

functions and consequently has serious unintended effects.

The barriers to innovation, which are observed in most cases,

are not necessarily bad or unwanted. In many cases, the mana-

gerial group defines barriers as psychological resistance towards

change, and change agents see their role as to serve as midwives

and to convince those who are lukewarm. However, barriers can

generally be classified in any of the following categories:

1. They are value conflicts, since major innovations always

involve changes in educational* social, political or

economic objectives.

2. They are power conflicts, since major innovations often

imply a redistribution of power.

3. They are practical conflicts, either since many innova-

tions cannot prove their quality or because various

management problems have not been solved.

4. They can also be psychological conflict," arising from a

fear of the unknown.

Why do some innovations fail? In many cases the reason can-

not be traced back to the innovator or any other internal factors

in the process. Usually the cause is a lack of understanding of

political, legal, administrative and financial constraints, inclu-

ding the in-built reward and punishment structure, all of which

have been, created to maintain the existing system and not to serve

an innovative function. An understandin of these rocesses is

necessary if innovations are to succeed.

Most innovations are based on certain ideologies and it is

considered crucial that innovators should be able to understand

the underlying assumptions or the ideology behind their ideas,

and to evaluate their relevance critically in relation to contem-

porary issues in a broader educational, social and economic con-

text.

19



Strategies for educational innovation

If we look at the educational system and analyse the process

of innovation throughout the system, we find that we are dealing

not with ono, but with several processes at various levels of the

system. In the central institutions, for example, the proceso is

mainly one of initiation, development and evaluation. The pro-

cess at the regional level is mainly one of linkage, and at the

school level the process is mainly one of practical problem-

solving. If we try to identify the "ideal place" in the system

for innovative decision-making we have to take into account both

the type of innovation and the stage in the process.

When we analyse the formulation and adoption stage of an

innovation, as well as the development and implementation stages,

a complicated picture arises which is difficult to summarise

(see Chapter.I'L). In any system, whether highly centralised or

highly decentralised, problems of implementation are particularly

complex. InnovationsdeallLgobectivesandfunctions,
mostly concerned with the educational structure, seem to benefit

from a rather centralistic organisation. Innovations dealing

with administrative and organisational developments, and innova-

tions in role relationships, are difficult to implement. Changes

in human relationships can rarely be achieved by force, merely

by means of laws and regulations. Present incentive systems are

also important factors to consider in the implementation of these

innovations. We know too little about how complex social systems

change role relationships and decision-making structures. It is

a tenable hypothesis that every single school has to find its own

solution and therefore has to go through a continuous learning

Lrocell. This would require drastic changes in conventional

thinking about schools. The role of central authorities - or

perhaps of any external authority - in the dissemination and

implementation of these innovations (role and role relationships)

is therefore in principle questionable and difficult.

Innovations in curriculum and examinations have clearly an

in-built goal or value component and a technical component (as

most innovations have). The groups most directly involved in

these innovations, namely the teachers and the students, have

raised serious doubts about present attempts to reform the sys-

tem, and a rethinking of roles and responsibilities is necessary

in all systems studied.

In the discussion of strategies for educational innovation,
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the question of centralisation versus decentralisation is often

raised. There is no indication in the case studies that any one

decision-making_structure is generally more desirable than another

as a strate: for educational innovation. The problem is usually

that different types of innovation demand different types of

solution. The only conclusion one can draw is that clear rela-

tionships between decision-making structures and strategies for

educational innovation do exist. Solutions have to be found in

relation to what one wants to achieve. This demands a flexible

educational organisation that can adjust to the objectives for

the system and not the other way around. In all cases certain

constraints will have to be imposed upon the school. The con-

clusion of the study is that the following constraints may be

necessary in any case:

1. "Quality" requirements in certain core activities.

2. Entrance requirements in certain receiving institutions.

3. Requirements concerning equality of educational oppor-

tunity.

4. Regulations concerning the level of expenditure.

The final section of the study sets out a structure of edu-

cational innovation which may satisfy basic requirements in all

the countries studied. In some countries parts of the proposed

structure are already operating. Education as a service function

for the user is accepted as an ideal, on the assumption that the

process necessary to facilitate educational innovation can best

be achieved through the active involvement of the user. It is

also assumed that any innovative system has to be regarded as

highly dynamic.

It seems important that all countries should have a national

innovation policy which can redefine the nature, the objectives

and the functions of education in its social and economic con-

text. Without such a national policy, the individual learner,

the school and its staff, would be hampered by outdated laws,

regulations and requirements, because the structure itself is the

main mechanism of control upon the individual school. The

national innovation policy should not be concerned with only one

stage of the process or only one type of innovation, but requires

an analysis of the whole educational system and the conditions

for a successful innovation process. Its role is to lay down the

conditions for innovation in the system.

A case is also made for a local innovation policy, which
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should aim to facilitate a continuing dialogue in the schools

themselves, and between the schools and the regional and central

bodies. Careful consideration should be given to those aspects

of the policy which encourage a problem-solvin attitude and an

innovative climate. With major responsibilities for institutional

change, the innovation process in the schools may be the most

important learning process for both teachers and students, and

others who participate in it.

An innovative support structure is also required to assist

in the process of innovation. Local teacher centres may be one

form of mechanism, already successfully implemented in some coun-

tries; research and development centres are other important

resources; and a national information network that can be used

by students, parents, teachers and the managerial group is

highly desirable.

A national discussion of priorities and means in a critical

analysis of the present educational structure is needed before

precise strategies for innovation are chosen.
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Chapter I

INTRODUCTION

Over the past 30, 40 or 5O, years, change has become part of

our everyday life, Our expectations have changed accordingly.

The last 20 years in particular have seen remarkable innovations

in nearly all aspects of human activity; and the basic attitude

which has been the driving force in all our advances in the eco-

nomic, scientific and technological fields, has been an attitude

of optimism, a belief that improvement is possible.

Social institutions, education included, have also undergone

change. We have seen a drive towards a better quality in our

institutions, an attempt to close the gap of social and educa-

tional inequality, major investments to extend educational oppor-

tunity, and large-scale pedagogical reforms to improve the quality

of instruction. As Robert Oppenheimer pointed out in 1955, the

extent of these changes created a need for social reform:

"In an important sense this world of ours is a new world,

in which the unity of knowledge, the nature of human com-

munities, the order of society and culture have changed

and will not return to what they have been in the past.

What is new is new not because it has never been there

before, but because it has changed in quality."(1)

Development in this period has partly been guided by a young

but ambitious and fast-growing social science. The drive towards

better social institutions, which was characteristic of the 1950s

and the 1960s, was based largely on the view that social organi-

sations, though complex and large, could drastically improve their

quality in much the same way as had happened in other fields,

such as medicine or agriculture, provided they were supplied with

adequate resources and skills.

Facing the 1970s, one has a feeling that the reform movement

has itself undergone a form of change, both in quantitative and
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qualitative terme, We no longer assume that there is any perfeot

correlation between increased resources and better quality.

Increasing enrolment, giving educational opportunities to a large

number of students, does not necessarily produce either equality

rr quality. The development of wel/-validated teaching-learning

systems, soundly based on research, and seemingly far better in

"quality" than traditional instruction, does not necessarily

result in better classroom practice. Similarly, the shift of

decision-making power, for example from central to local autho-

rities, does not always improve the quality of decisions, or

encourage creativity or even increase public concern for education.

The research community has come to recognise the immense and

complex problems involved in changing large social systems.

Education, being one of the largest of human enterprises, is cer-

tainly experiencing all the pains connectei with the increasing

demand for improvements and the meagre results of large-scale

reform efforts.

In most of the economically and technologically advanced

western countries, we are in the middle of a switch from "educa-

tional optimism" towards "educational realism". Consequently

the results of the attempts to reform education throughout the

1960s are being analysed carefully; the various conflicting

object!ves and demands inherent in the reform movement are under

discussion; and the search for new strategies for educational

innovation has become a matter of central concern.

Following a conference on the Management of Innovation in

Education held in Cambridge in 1969(2), CEPI organised a series of

case studies of innovations in some exemplary settings at central,

regional and local level. This volume is an attempt to synthesise

and analyse the major findings of these studies.

From the discussions in Cambridge it was clear that the first

general area that needed examination and elucidation was the con-

cept of change itself: how to recognise and how to evaluate it,

particularly in relation to certain directions and goals. Very

often, what we think of as an innovation in education is only a

superficial reshuffling of priorities or activities, underneath

which things go on much as before. Alternatively, a real change

may have unforeseen or undesired results, Furthermore, attempts

to innovate sometimes come about as hasty and unthinking reac-

tions to crisis, with little thought of what the long-term or

even the short-term results will be. It is for these reasons,
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among others, that the stated goals of educational systems often

are not met. If goals are to be met, it is necessary to be able

to recognise what the real needs of a situation are, then to

recognise a solution that fits the situation, then to recognise

whether the solution has actually worked. An integrated body of

knowledge upon which to base such judgements does not at present

exist.

The process of innovation also needs examination. Various

theorieJ have been advanced to explain how change comes about

(see Chapter II); yet despite such theoretical knowledge, little

is actually known about the factors which set the process of

change into action. The benefits and the beneficiaries of any

change are frequently not immediately apparent. Knowledge of the

critical elements in success or failure is lacking. Because of

these gaps in knowledge, innovation in education is frequently a

trial and error process in which little attention is given to

procedures which would maximise the chances of success. Thus,

time, energy and money are wasted.

Another area of which not enough is known is the role played

by administration and institutions in bringing about change in

education. Some countries have established mechanisms and stra-

tegies for change in education, and these have had varying success.

It would appear that those who see change as only, or primarily,

a legislative process have not had marked success (see

Chapter VIII). Other procedures or strategies working on a dif-

ferent basis have frequently been more successful, at least

within the constraints imposed upon them by time and place. Not

enough is known, however, about why these latter strategies have

succeeded, or whether they are transferable in part or in whole

to other regions or nations.

Similarly, the different role played by individuals, inclu-

ding leadership roles, need examination. In particular CERI was

interested in how the process of innovation could be made meaning-

ful. for every individual who participates in the process. Is it

possible to organise the process without conflicts, or are crises

inevitable in the process of innovation? Is it possible to reach

consensv.s and create a new equilibrium in the system? What is,

after all, the ultimate objective of educational innovation?

Would the process of innovation be the same regardless of what

type of innovation we are dealing with? Certainly there seem to

be different considerations, depending on the nature of the thing

to be changed and also on the objectives or intended outcomes of
the innovation process.
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Educational systems in Member countries differ considerably

as a result of their different histories and different political,

social and economic conditions. The process of innovation neces-

sarily has to be related to these different conditions. Is it

possible to identify how initiatives and decisions on specific

innovations are most likely to succeed?

A main factor in CERI's decision to carry out these 17 case

studies was the feeling that existing knowledge did not contribute

enough to a comprehensive understanding of the process of inno-

vation and its ,Lanagement. There are hundreds of studies of

change, many of them concerned with change in education. The

weakness of these studies, however, is that few of them are of an

empirical nature; few are related to specific educational con-

ditions; little is known of the role which different organisa-

tions can play in the process of educational innovation; little -

if anything - is known of the interrelationships between different

decision-making levels in the educational system as they affect

innovation; and few studies have analysed the term "innovation"

itself and the implications of its interpretation for the manage-

ment of the innovation process.

In these circumstances, CERI saw as its task to bring

together knowledge derived from empirical studies, in such a form

that it could be used as a guide for Member countries in deter-

mining policies for innovation in education.

CATEGORIES OF STUDIES

The purpose of the case studies was to understand how edu-

cational change is taking place in selected, exemplary settings.

Specifically, the purpose of the case studies was to develop

knowledge of the planning, strategies, mechanisms and management

patterns employed in innovative schools, innovative regions, and

central institutes for educational innovation. The case studies

were designed to describe these major modes of operation, and

therefore concentrated on:

i) the management of the innovation process;

ii) the management of the internal social system in support

of the innovation process;

iii) the management of the relationships with the external

environment insofar as it affects the innovation pro-

cess.
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The first category of studies coz.?rised the studies of cen-

tral institutions for educational innovation. The idea of a cen-

tral institute for educational innovation is new, and the estab-

lishment of such institutes is itself a significant development.

The significance lies in the fact that the establishing of such

institutes indicates both a recognition at the national or state

level of the need to innovate in education and also an interest

in so doing. Planning and striving for educational innovation is

now seen as part of the function of central government. Though

such central institutes are generally in their infancy and are

not widespread among ' ?ember countries, their potential impact on

the pattern of educational change and the speed at which it occurs

is considerable.

However, the precise role of these institutes and how they

should function are questions to which no clear answer is yet

available. Consequently, the overall objectives of the studies

of central institutions concerned with educational innovation were

to understand how they define their role in the process of educa-

tional innovation and how they attempt to carry out this role.

The institutions were chosen so as to reflect the many different

possibilities of role and function, ranging from national councils

for innovation to large-scale research and development institu-

tions, all of them, however, set up to improve educational prac-

tice throughout the country or state.

The second category is the studies of innovative regions.

"Region" was defined geographically and politically as an area

comprising territory marked off for special administrative pur-

poses; "innovative" indicated areas in which innovation hLs taken

place and continues to take place. Such regions are in the fore-

front - nationally at least - of those who apply advanced solu-

tions to educational problems. They are not usually, nor neces-

sarily, the source of new or advanced solutions to major problems,

although this activity may be carried out to some extent; clearly,

ho'lever, they are leaders in application. A good deal is known

about some of the characteristics of such regions. What is only

vaguely known is the strategies or procedures which such regions

have evolved, both to initiate innovation and also to manage the

continuous innovation process. It is this dual problem that lies

at the heart of the case studies of the regions.

The third group of studies is the studies of innovative

schools. An innovative school is not the same as an experimental
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school or a school which has at some time been identified with a

particular innovation. By innovative schools we mean a school

which is continuously able to improve its own practice. As in

the other categories, innovation does not necessarily stand for

some4ii.g new - universally new - but scmething which is rather

new and better for a particular institution or social system.

An innovative school, therefore, may well be in the process of

adopting and adapting new solutions from other schools; but the

important feature about the school is that it is able to improve,

its own practice on an on-going basis.

"The change process" in eaucation is not an easily defined

process. What type of change are we talking about? Do we res-

trict ourselves to the narrower definition of "olasFloom changes",

or do we include all types of changes that might be defined as

innovations connected with changes in society at large? If, for

example, one were to consider what factors have had the most sig-

nificant influence on education in the past 40 years, one would

probably find that major changes in society have played a more

important role in educational practice than any planning, research

or development within the education system - irrespective of

whether these have or have not been understood or taken into

account by educational or political leaders.

We recognise that many of the most significant changes in

education have their roots in changes beyond the control of edu-

cation (both politically and administratively). Although signifi-

cant changes originate outside the educational system, it does not

necessarily follow that they are beyond the control of education.

One can argue, for example, that the relative decline in teachers'

salaries and status which has been observed during the last 30

years in some Member countries, has had a more significant

influence on the quality of education than any curriculum reform.

This may be right (though we do not know); but even more impor-

tant is the observation that this is not simply due to changes

Leyond the control of education, but is due to the lack of compre-

hensive strategies for innovation which take account inter alia

of the reward-system of teachers.

When we argue, therefore, that many changes seem to be beyond

the 2ontrol of education, we do at the saue 'Um:, realise that many

crises and problems in education might have been avoided if the

process of innovation had been better unaerstood, and if full

account had been taken of the relationships between eduction and

society. We have not taken the "unplanned" changes into
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consideration iv. this study, but we have considered how far the

central, regional or local educational institutions have them-

selves taken account of these considerations in their work.

A study of the three levels of education (central, regional,

school} is tco limited in many ways to achieve a full understanding

of the change process. There are many other institutions and

influential groups which have a significant effect. For example,

one could look at the role of teacher unions, the role of mass

media, the influence of informal education, or the role played by

national or international pressure groups. The rationale behind

the selection of the three levels of educational practice is that

somehow or other the influence of all other groups has to be trans-

lated through one ov more of these institutions. They are in dif-

ferent ways responsible for the educational practice. What we

are studying, therefore, is not the role of teacher unions (for

example), but the way in which the influence of these unions has

an effect on the work in the institutions studied.

SELECTION CRITERIA, METHODOLOGY AND TIMING

A main objective of the studies was to gather empirical facts

about the process of innovation. Such data are lacking from many

of the studies of innovation which are currently available. The

present studies, however, cannot be regarded as definitive. As

already suggested, they are designed to provide preliminary data

and perspectives upon the process of innovation, and some of their

limitations are best considered at this stage.

It is more or less impossible from the very nature of the

problem to select sites on a representative basis. There are not

very many central institutions, for example, that can be chosen.

Finding out where innovative regions and schbols exist in 20 Mem-

ber countries is another major problem. None of the institutions

that were chosen for this study is perfect in any sense; all have

problems, and one of the purposes of the case studies is to clarify

these problems.

The examples were chosen from a relatively small sample of

institutions through interviews and informal contacts, having the

above-mentioned objectives and definitions in mind. After careful

consideration and a full use of informal contacts, the following

list of central institutions, regions and schools, was agreed upon,

each of them having been chosen in the light of the criteria
already established.
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- AT THE CENTRAL

Study,

LEVEL

Eesearcher

The Schools Council,
United Kingdom

John Nisbet

2. The Ontario Institute for Francis S. Chase
Studies in Education (OISE),
Canada

3. The National Council for
Innovation in Education

Sixten Marklund,
Eskil Bj$rklund

(NCIE), Norway

4. The New Jersey Administra-
tion, United States

Michael D. Uadan

5. The National Board of Oddvar Vormeland
Education (NBE), Sweden

6. The Bavarian State Institute
for Educational Research and

F.E. Weinert,
Heribert Simons

Planning, Germany

7. Research for Better Schools Leon Ovsiew
Inc. (RBS), United States

2 - AT THE REGIONAL LEVEL

1. Leicestershire,
United Kingdom

2. Devon, United Kingdom

3. Wetzlar, Hesse, Federal
Republic of Germany

4. York County Board of
Education, Ontario, Canada

5. Malmd, Sweden
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1,

2.

3 - AT THE SCHOOL LEVEL

Countesthorpe College, Gerald Bernbaum,
Leicester, United Kingdom

The Experimental Gymnasium, Trond Hauge
Oslo, Norway

3. Thornlea School, Ontario,
Canada

Michael Fullan,

4. R/dovre School, ROdovre,
Denmark

Tom Ploug Olsen

5. Tapiolan School, Tapiola,
Finland

Lyyli Virtanen

These studies have been published by CERI in 1973 in three

publications under the following titles:

Case studies of educational innovation

1. At the central level

2, At the regional level

3. At the school level(3)

CERI worked out a common research outline and relevant guide-

lines for the whole project within the Secretariat during the

summer and autumn of 1970. In the same period, planning, selec-

tion of sites, agreement with national authorities, institutions

and researchers was completed. In December 1970 a pilot project

was undertaken by Professor Richard 0. Carlson who also assisted

in the design work during the autumn. In January 1971 a research

seminar was conducted in Norway to discuss and refine the design

and most of the researchers participated in the seminar. In

Annex II(4) an example is shown of the guidelines for the resear-

chers which they worked out in co-operation with CERI staff. The

same kind of outline was used for all three types of studies.

In the period from February to April, the field work was carried

out in all sites and the first reports were delivered in May 1971.

During the summer and autumn of 1971 the revision of the reports

was completed.
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Chapter II

A THEORETICAL FRAMEWORK

The purpose of this chapter is to present a theoretical

framework for the case studies and for the analysis of their

findings. We start by defining the terms which we shall use,

taking into account the different functions which the terms have

come to perform in the cultures studied.

Subsequently, we examine some of the contributions of recent

research literature to the issues which are our main concern in

this volume and we review critically some of the major theories,

models and approaches which have been adopted in the attempt to

explain social change and innovation.

In particular we put forward a specific model of innovation

in education as a basis for analysis and discussion of certain

major questions which arise in our study of strategies for inno-

vation in education.

DEFINITIONS

In the last decade the number of research studies on change

in various fields has run into the hundreds. Everett M. Rogers

and Floyd Shoemaker have summarised some 1,800 publications,

including many which deal with the diffusion of innovations(5).

Michael Stuart and Charles Dudley in their Bibliography on Orga-

nisation and innovation(6) have listed about 650 entries.

Norman D. Kurland and Richard I. Miller include approximately 170

entries in their Selected and Annotated Bibliography on the Pro-

cesses of Change(7) and Ronald G. Havelock has approximately 4,000

entries in his Bibliography on Knowledge Utilisation and Die-

semination(8).

Though all these works focus on change, none contains a com-

plete list of all the work on the topic. Most of the publications
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mentioned above refer to American settings, except for Rogers and

Shoemaker who include many studies from developing countries.

When one adds to these the studies which have been done in Europe,

the variety of results and interpretations is all the more evident.

In particular, because different studies use terms in different

ways the definition of terms is seldom as clear as would be desired,

In a comparative study such as this, therefore, some cross-

nationally valid definitions are necessary if the topic is to be

tackled in a meaningful way,

THE TERM "INNOVATION"

The term "innovation" seems to have different meanings in

different cultures, and is also used with different meanings in

the research literature. It is necessary to clarify what we mean

when we use the term innovation, particularly in relation to the

term change) and in speaking of planned innovation versus

unplanned innovation. Since innovation in education may cover

nything from a new school system to a new textbook, it is neces-

sary also to define what types of innovation we are concerned

with.

CHANGE AND INNOVATION

Guba(9) has suggested the following definition of change:

"There are some perceptible differences in a situation,

circumstance cr a person, between some original time to

and some later time ti."

The term innovation is often dealt with in the studies more

or less in the same way as the term change. Barnett(1O) has given

the following definition:

"Innovation is any thought, behavio:kr or thing that is

new because it is qualitatively different from existing

forms."

Other definitions tend to concentrate on the adoption and

diffusion of innovations. These definitions distinguish between

"a new idea" and its "operationalisation". Thus, Beal and

Bohlen(11) have given the following definition of innovation:
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"A change which involves not only a change in materials

but also a complex of changes with regard to their use."

Other definitions describe innovation as a process - for example,

Niehoff(12):

"A process that begins with an idea on the part of a

change agent and ends in its adoption or rejection by

the potential recipients."

In the same way, Richland(13) has given this definition:

"A creative selection, organisation and utilisation of

human material resources in new and unique ways which

will result in the attainment of a higher level of

achievement for the defined goals and objectives."

The comment of Havelock(14) on innovation is relevant here:

"There is nothing inherently valuable or good in innova-

tion, as such. We innovate whenever we try anything new,

when we inhale a cigarette for the first time, when we

first teach a class without bothering to prepP.re for it,

or when we discover that we can cheat on a test and get

away with it. Usually, of course, when we use an expres-

sion like 'innovation in education' we think we are talk-

ing about something more positive, a change for the 'bet-

ter', or something that is both new and beneficial. Even

so, we may have a tendency to slip into the assumption

that something is good because it is new or different

from what we have done before. Many observers have noted

that education (in the United States) is prone to this

sort of faddism, the mass adoption of one innovation

after another without regard to either its demonstrated

value or its potential consequences, positive or negative."

This point is one which has been taken up in recent litera-

ture, particularly in dealing with education. Innovation is looked

upon as change - as described above - but with a specific qualifi-

cation, that it is brought about deliberately to improve practice

in relation to certain stated objectives.

Marklund, in a recent study for the OECD(15), makes the

following distinction between innovation and change:

"The term innovation as used in school and teaching is

often synonymous with the term change. If this change is

on a broad scale and affects an entire school system, one
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frequently speaks in terms of a reform. It would be

incorrect however to refer to every change as an inno-

vation. It must imply an improvement towards a pre-

determined objective, Innovation always presupposes

one or more qualitative criteria."

Miles(16) says:

"Generally speaking it seems useful to define innova-

tion as a deliberate, novel, specific change, which is

thought to be more efficacious in accomplishing the goals

of a system."

1rickell(17), in his process definition of innovation, imp-

lies a goal-directed or value-directed improvement in the term:

"The entire process of generating a new form of educa-

ttenal practice (along with the concepts underlying it

and the materials needed to execute it), trying it in

small-scale laboratory settings to get information for

the purpose of redesigning it, testing it in a variety

of field settings (to discover what it will do under nor-

mal conditions, and disseminating it to prospective adop-

ters (to inform and aid them in adopting it). Adoption,

which must accompany dissemination (dissemination is

sending; adoption is receiving), is also included in

the definition."

In our use of the term innovation we mean a deliberate attempt

to improve practice in relation to certain desired objectives.

This, however, does not exclude innovations which are also con-

cerned with the shaping of new objectives, or policies or functions

not related to old objectives. Most studies of educational inno-

vations, however, are concerned with relatively small adjustments

of old practices, replacing them by new methods, organisational

arrangements or personnel policies. The innovations are not con-

cerned with a redefinition of objectives, but rather with a redefi-

nition of the operationalisation of old objectives. The result is

the development of "change-models" and "theories" building on con-

sensus and resulting in management techniques based on behaviour

modifications (e.g. sensitivity training), seldom exploring the

underlying assumptions and ideuI:gies implicit in the approach.

When we say a deliberate attempt we usually mean a planned

attempt. Planned innovations, however, usually imply specific and

often technocratic planning procedure which is not always necessary
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for innovations to occur. We do not, therefore, imply that inno-

vations always originate in a "planning-research-development-

diffusion" process. 3c,me innovations may well be just deliberate

policy decisions based on practical experience. In most cases,

however, as seen in this study, the process of innovation implies

a complex interplay of activities including most of the steps

usually mentioned under a "planning-research-development-diffusion"

process.

Herzog(18) criticises planned change on three grounds. He

feels that most approaches to the concept

"(i) are naively profession-o-centric, (ii) view schools

as objects to be manipulated, and (iii) fail to recog-

nise that most people are attached to whatever they are

currently doing because they believe in the value of it,

not because they are resistant to change."

In our definition of innovation, we do not imply necessarily the

traditional definition of a planned change process, which very

often has been open to Herzog's criticism.

We have included in our definition a specific qualification,

i.e. that innovation is something better than what it replaces.

"Better" for whom? Is it possible to imagine innovations that are

better for everybody, that every individual or group will benefit

from the innovation process? If someone does not benefit, ie con-

flict then inevitable? Innovation, as we have defined it, may

well mean improvement for some (e.g. students) but may not alter

conditions for others (e.g. other students or teachers); and it

may even worsen conditions for others again (e.g. parents, State

finance, or even other students). Discussions of innovation,

therefore, should include not only a careful definition of what

improvement has resulted but also who has gained. (See Chapter VI)

A TYPOLOGY OF INNOVATIONS

Innovations in education are now beginning to spread over the

whole area of Pducational activities. Sine we are concerned

with innovations in eight different countries, the need for clearer

distinctions between types of innovations is obvious in order to

identify the process within the variety of innovations which we

are dealing with. It is not, however, possible to draw rigid

lilies between activities. Innovations in complex social systems
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are highly Interrelated. Therefore we have to look for the main

intended objectives of an innovation when we make up a "typology"

of innovation, A variety of distinctions has bee suggested in

the literature reflecting di.4arences in the basic philosophy of

education as well as in specific Lnterpretations of the innovation

process.

Marklund(19) has mentioned three levels of innovation:

"Level 1: The external structure of the school, above

all in respect of ',he number of grades, stages and divi-

sions into different courses of studies.

Level 2: Timetables and syllabuses with aims and con-

tent of subjects or groups of subjects.

Level 3; The teacher's instriotional methods, the

pupils' way of working, educational materials, study

material and forms of evaluation."

These three levels of innovation suggested by Marklund are

of interest because they reflect a hierarchical understanding of

the process of innovation, closely related to a policy-oriented

approach. They do not'include innovations which are concerned

mainly with a change of educational objectives. In Marklund's

definition, of course, this is basically * political process and

not an innovation process.

Goodlad(20) has also defined three levels of curriculum

development, a political, an institutional and an iiistructional

level.

Miles(21) describes eleven samples of innovations:

"organised according to the aspects of a social system with

which they appear to be most clearly associated."

1. Boundary maintenance operations;

2. Size and territoriality;

3. Physical facilities;

4. Time vse;

5. Goals;
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6. Procedures;

7. Role definition;

S. Normative beliefs and sentiments;

9. Structure (relationships among parts);

10. Socialisation methpds;

11. Linkage with other systems.

At this stage it is useful to return to our distinction be.:

tween innovations which are basically concerned with new objectives

and functions of education on the one hand, and innovations con-

cerned merely with the introduction of new practices within the

already established framework.

Later we shall draw a distinction between the formulation of

an innovation (i.e. new objectives), the adoption of this inflow-

tion, and the implementation in practice of the innovation (i.e.

institutionalising change). In this study we shall be concerned

with all three aspects of innovation as they relate to the insti-

tutions studied.

For the purpose of this study, we have developed the four

categories of innovation which are described below. They are

obviously highly interrelated (as we shall see in many subsequent

examples). In all categories we distinguish between;

a) the overall educational system (various levels and inter-

relationships between levels) - the general level

b) the individual school and its environment - the institu-

tional level.

category_l: Objectives and functions;

Innovations mainly concerned with the objectives and functions

of the school in its broader social and economic context

Examples of this category of innovation at the general level

are the Scandinavian comprehensive school reform, "model city"

programmes in the United States (which imply increased enrolment

of socially disadvantaged groups and a redistribution of resources),

integration of spe7;ial education in the ordinary school system

(e.g. in Norway) which imply a redefinition of its functions, the

integration of vocational training and general education (e.g. in

Sweden and Norway), and new developments such ae career education

programmes in the United States which redefine objectives and
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functions .,f the schoul system in relation to the economic system.

At the institutional level there are fewer examples of inno-

vations in this category. One type, however, is the attempt in

nearly all the countries studied to redefine the functions and

relationships between the school and its environment(22).

Category 2: Organisation and administration:

Innovations mainly concerned with the organisation and admini-

stration of the educational system: also included here are

the control, the finance, the decision-making and the supply

of logistics.

Innovations in this category are clearly concerned with the

development and implementation of new practices within a given

policy framework. They are methodoriented. This does not mean,

however, that they are unrelated to objectives. On the contrary,

they are defined in terms of stated objectives and subordinate to

these ,bjectives.

There is bviously a great variety of examples of this kind

A. innovation, both at the general and at the institutional level.

They range frac,: new management procedures, techniques for admini-

strative control, organisational patterns for co-operation between

institutions, participation in decision-making, redefinition of

administrative responsibilities between levels of administration,

and the reorganisation of instruction.

Category 3: Roles and role relationships:

Innovations mainly concerned with role definitions and role

relationships

Again, these innovations are related to objectives and are

wthodiriented. There are clear relationships with Cate2,2172

(orr:anisation and administration) but the object is not to improve

techniques and procedures, but to improve the roles which indivi-

duals perform, and the relationships between individuals and

groups.

Ideally speaking there is no real innovation in Category 2

without a subsequent innovation in this category, and vice versa.

In practice, however, this is often overlooked. Administrative

rearrangements are introduced without careful consideration of the

implications for individual roles and role relationships. On the

other hand, changes in role relationships (e.g. between teachers

and students) occur without necessary administrative and
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functions of the school system in relation to the economic system.
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method-oriented. There are clear relationships with Category 2

(organisation and administration) but the object is not to improve

techniques and procedures, but to improve the.roles which indivi-

duals perform, and the relationships between individuals and

groups.

Ideally speaking there is no real innovation in Category 2

without a subsequent innovation in this cate6ory, and vice versa.

In practice, however, this is often overlooked. Administrative

rearrangements are introduced without careful consideration of the

implications for individual roles and role relationships. On the

other hand, changes in role relationships (e.g. between teachers

and students) occur without necessary administrative and
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organisational arrangements. There are examples where links bet-

ween these categories are not necessary, but'in most cases they

are.

Innovations in this category range from new role relation-

ships between teachers and students, teachers and administrators,

school personnel and researchers, school personnel and local,

regional and central administration, to a redefinition of

operational tasks implying new responsibilities (e.g. a new

teacher role) or the introduction of new roles (e.g. a "change

agent").

Category 4: Curriculum:

Innovations mainly concerned with curriculum, its aims, con-

tent. methods, evaluation, material and internal or anisation

of instruction

The term "curriculum" is understood quite differently in the

countries studied, ranging from a concept that includes almost

everything (including Categories 1 - 3) to a strict definition of

"teaching plans" (1yrerplan), as in the Scandinavian guidelines

for the instructional process. We will use the term here as iden-

tical with the teaching-learning process, including the elements

mentioned in the definition given.

Innovations in curriculum are concerned with aims, but only

as an op erationalisation of broader objectives (see Category 1).

Most of the innovations considered in this study fall into this

category.

We have deliberately not drawn a line between "political"

and "professional" natters. Presumably, innovations in.Category 1

(objectives and fun,Itions) would traditionally be looked upon as

political. However, we take the position in this study that all

innovations are political in the sense that they are value-loaded

and influence the lives of individuals in one way or another. All

innovations are also professional in the sense that they imply the

use of general or specialised knowledge in a systematic way.

STRATEGIES OF INNOVATION

Is it possible to identify different ways in which innovations

as defined above can be formulated, developed and implemented?

If complex social systems like the educational system are required
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to change for certain reasons - how doee it happen? Can suoh a

process be planned, stimulated, guided and evaluated?

We have chosen to adopt the concepts of strategies as origi-

nally presented by Chin(23). In a later work Bennis, Benne and

Chin(24) revised And expanded this original paper. Their analysiE

is chosen because it is comprehensive and seems appropriate for

our use. We shall try to clarify the main implications in each of

the strategies which Bennis, Benne and Chin outline, noting the

specific characteristics and the assumptions involved. We will

also exemplify these main strategies with some of the illustra-

tions which Bennis, Benne and Chin have given in their study.

Havelock(25) proposes a similar clustering of theories and

strategies of innovation under the headings of "Research-

Development-Diffusion", "Social Interaction", "Problem Solving"
and 'Linkage ".

First, it is necessary to consider more generally how the

term strategy is to be defined. Again a variety of definitions
is to be found in the literature.

The Third Area Conference for Planning and Effecting Needed

Changes in Education(26) made the following suggestions about

strategies:

"Strategies of Change is interpreted as including, but

not limited to, dissemination and provisions for utili-

sation of pertinent information regarding all aspects

of the proposed plan: ways of identifying and dealing

with internal and external (environmental) constraints

as well as facilitating influences: ways of identi-

fying potential opposition, conflicts and tensions and

of resolving them advantageously: appropriate means of

helping individuals, organisations and agencies to

effect needed change in their perspectives: and pro-

cedures (guidelines) for implementing proposed change."

Strategies by definition are related to the objectives of a

certain innovation. Several considerations should be taken into
account.

Thus, Guba(27) suggests:

Any strategy would need a consideration of the fol-

lowing elements:

i) Assumptions concerning the nature of the practi-

tioner who will be exposed to the strategy.
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ii) Assumptions concerning the end state in which one

wishes to leave the practitioner.

iii) Assumptions about the nature of the agency or

mechanism carrying out the diffusion activity.

iv) Assumptions concerning the nature of the inven-

tton."

The term "strategy" has been borrowed from the military field.

It has usually implied a strategy "from above". The term is there-

fore somewhat misleading when strategies other than hierarchical

are included in the concept.

Strategies for innovation, as used in this study, is a broad

concept meaning all available procedures and techniques used by

individuals or groups at different levels of the educational sys-

tem to reach desired objectives.

There are some common elements in all strategies for innova-

tion. One element is the conscious utilisation and application

of knowledge. This knowledge may be a knowledge of "things" used

in controlling some part of the environment, or it may be know-

ledge about people, which is used to help to understand the beha-

viour of individuals and groups in introducing innovations. Very

often in education a specific "thing-oriented" innovation, such as

a new curriculum, for example, not only implies knowledge about

this apecific innovation but also involves the use of uehavioural

sciences to understand the process by which educators, students

and the entire educational system accept new curricula.

Bennis, Benne and Chin(28) identified three major strategies

for innovation:

1) Empirical-rational strategies;

2) Normative-re-educational strategies;

3) Power-coercive strategies,

EMPIRICAL-RATIONAL STRATEGIES

The underlying assumption in these strategies, as defined by

Bennis, Benne and Chin, is that man i9 reasonable and will act in

some rational way. The primary task of the innovator, therefore,

is to demonstrate through the best known method the validity of a

certain innovation in terms of the increased benefits to be gained

from adopting it. An innovation is usually proposed by some
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person or group that knows the effect and also knows the person,

group or organisation that will be affected by the innovation.

Obviously this strategy is based on an optimistic view of

human beings. It can be found throughout the whole Western world.

It is the basis for liberal practice and empirical research as

well as general education,

Some of the basic empirical-rational strategies, as seen by

Bennis, Benne and Chin are discussed below:

i) Basic research and dissemination of knowledge through

general education: This strategy of innovation is, of course,

still the most common strategy in the Western world. The under-

lying assumption is that innovations will most probably occur

through the actions of people and that people will innovate as

soon as their basic understanding is altered.

ii) Personnel selection and replacement:

Very often the difficulty of ensuring innovation is looked upon as

a personnel problem. The strategy of specially selecting person-

nel for a given task was given a scientific "boost" by the develop-

ment of scientific testing of potentialities and aptitudes.

This approach has often been used to maintain a system in

accordance with the interests of the people in power rather than

to change the system for the benefit of the individuals and groups

involved. In many cases, also focusing on the personnel problem

has made it impossible to reveal difficulties inherent in the

social and cultural system itself.

iii) Systems analysts and consultants:

An emerging strategy is the use of behavioural scientists as

"systems analysts". This approach regards innovation as a wide-

angled problem in whiAl all the input and output features are con-

sidered. The application of educational technology to curriculum

development comes closest to this school of thought. The approach

is based upon an "equilibrium model", transforming a system of

some discomfort into a system "in harmony", Usually the question

of redistribution of power in the system is not taken into account,

and the continuance of present structure is taken for granted.

iv) Applied research and linkage systems for diffusion of

research results: Tha best known example of this approach is to

be found in America in the land-grant university and the agricul-

tural extension system. The idea was to link basic research with

44



applied research and with professional practitioners, very often

through demonstration centres and field experiments. This system

developed extension services, and county agents and practitioners

were attached to the demonstration centres or the land-grant col-

leges; from this the idea of "change agents" developed.

Recently in education, similar attempts have been made in

America (as well as in Europe) to applied research activities

with basic researchers on the one hand and with persons in action

and practice settings on the other. This can be seen in parti-

cular in the creation of research development centres based in

universities and the regional laboratories connected with State

departments of education, colleges and universities in a geogra-

phical area, and with various consortia and institutes which

tackle problems of innovation.

Bennis, Benne and Chin(29) say about this approach:

The questions of how to get a fair trial and how to

instal an innovation in an already going and crowded

school system are ordinarily not built centrally into

the strategy."

The rationale behind this is that if an innovation can show

that it can achieve what it is supposed to achieve, the consumer

will adopt it. (Further developments in this area will be dis-

cussed in the case cf Research for Better Schools, Chapter III)(30).

v) Utopian thinking as a strategy of change:

In the last few years a number of projects have been set up to

study the future of education; for example, the Eight-State

Project(31) and the Europe Year 2000(32). In both public and
private organisations futurology seems to have emerged as one

approach to innovation in education.

Basically this approach builds on present knowledge in an

attempt to "forecast" the future. It implies that the future

(which commonly is presented as "alternative futures") will be

based on trends and tendencies which can be observed today.

The underlying assumption behind the empirical-rational

strategies is that research is "neutral" and "objective". This

model of social science research is taken from the natural scien-

ces. The model defines the researcher as an "observer". Philo-

sophically it is idealistic and closely related to positivism and

classical liberalism (see Chapter VII).

Since the strategy by definition excludes the question of
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values and ideologies and assumes an "objective" position, the

process of innovation can be defined as a "knowledge utilisation

process". If "knowledge" were accepted and utilised in this sim-

ple and direct manner, it would have tremendous impact. We know,

however, that knowledge in the social sciences is not identical

with power, since we know much more than we are able to put into

practice.

The definition of "empirical - national" which is implied in

the discussion above would be regarded as a rather narrow defini-

tion by many researchers. Also, the approach seems to build on a

"consensus-model" which is not necessarily the only basis for

empirical-rational strategies.

NORMATIVE-RE-EDUCATIVE STRATEGIES

Normative-re-educative strategies of innovation develop from

theories which can be traced back to work of Sigmund Freud,

John Dewey, Kurt Lewin and others. Their basis is to regard as

of central importance the question of how the client understands

his problem. The problem of innovation is not a matter of supply-

ing the appropriate technical information, but rather a matter of

changing attitudes, skills, values and relationships. Change in

attitudes is just as necessary as change in products. Acknow-

ledging the client's value-system implies less manipulation from

outside. Innovation is defined as activating forces within the

system to alter it.

As we can see, these assumptions about human motivation dif-

fer from those underlying the rational-empirical strategies.

Bennis, Benne and Chin(33) say about this:

"These strategies build upon assumptions about human

motivation different from those underlying the first.

The rationality and intelligence of men are not denied.

Patterns of action and practice are supported by socio-

cultural norms and by commitments on the part of indi-

viduals to these norms. Sociocultural norms are sup-

ported by the attitude and value systems of individuals -

normative outlooks which undergird their commitments.

Change in a pattern of practice or action, according

to this view, will occur only as the persons involved

are brought to change their normative orientations to

old patterns and develop commitments to new ones. And
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changes in normative orientations involve changes in

attitudes, valuee, skills, and significant relationships,

not just changes in knowledge, information or intellectual

rationales for action and practice

"Intelligence is social, rather than narrowly individual.

Men are guided in their actions by socially funded and

communicated meanings, norms and institutions, in brief,

by a normative culture. At the personal level, men are

guided by internalised meanings, habits and values.

Changes, not alone in the rational informational equipment

of men but at the personal level, in habits and values,

as well as at the socio-cultural level, are alterations

in normative structures and in institutionalised

roles and relationships, as well as in cognitive and per-

ceptual orientations."

In normative-re-educative strategies a change agent works

with the client. He bases his work on the behavioural sciences

and his main concern is to identify and bring out into the open

and take into account the attitudes, values and opirhc,ns of the

client. According to this school of thought, the change agent

seeks to avoid manipulation of the client by bringing the values

of the client, along with his own, into the open, and by working

through value-conflicts responsively.

Bennis, Benne and Chin emphasize the involvement of the client

in the innovation. It is assumed that the change agent must learn

to operate collaboratively with the client in order to solve the

client's problems. Non-conscious elements must be brought into

consciousness, and the methods and concepts which are used are

drawn from the behavioural sciences. Two groups of strategies are

mentioned by the authors:

i) Improving the problem-solving capabilities of a system:

The stress here is on the potentiality of the client

system to develop and institutionalise its own

problem-solving structures and processes.

ii) Releasing and fostering growth in the persons who

make up the system to be changed: Hen: the emphasis

is on the person as the basic unit of any social

organisation. It is believed that persons are capable

of creative action if conditions are made favourable.

Various methods have been designed to help people

disver themselves as persons and commit themselves
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to continuing personal growth in the various

relationships of their lives.

Emphasis has been placed recently on releasing creativity

in persons, groups and organisations to cope with accelerated

changes in modern living.

Both these approaches believe that creativity may rise within

human systems and does not have to be imported from outside as

for example, assumed in the rational-empirical approaches.

Basically these strategies are not looked upon as a relation-

ship between "knowledge" and something (or someone) to be changed

(as in the empirical-rational strategies). On the contrary, the

process is looked upon as a dialogue involving a client and a

"change agent".

The normative-re-educative strategies build on an idealistic

understanding of human beings and an optimistic assumption of the

possibilities for meaningful changes initiated by the individual

and through the individual. The effectiveness of the strategies

is among other things based on the following assumptions:

1) Changes start with the individual and his "attitudes"

and not with the social structure in which he is living.

A danger may be that the client easily accepts the

"status quo" of his environment, and that the type of

innovations which occur are merely minor alterations

within a certain framework (which is taken for granted).

2) A change agent can operate in a "value vacuum". There

is a danger that he may play a "social engineer" role.

In some approaches, however, the values of the change

agent are made explicit.

3) Changes can happen without any change in power or

subsequently any change in power relationships between

individuals and groups.

4) The basis for meaningful changes is consensus between

different interest groups in the system.

POWER-COERCIVE STRATEGIES (Political-administrative strategies)

The imposition of power alters the conditions within which othei

people act by limiting the alternatives or by shaping the conse-

quences of their acts. For the European tradition, at least, it
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is quite clear that power-coercive strategies, or maybe political-

administrative strategies(34), are Ahe best-known ways in which

educational systems have been developed and regulated. To what

extent these strategies have been taken for granted in an histo-

rical and social climate where authoritarian leadership was accep-

ted as the only leadership style, cannot le judged. It may be

suggested as a hypothesis that rational and empirical approaches

and normative-re-educative approaches reflect mainly the value

systems which are commonly shared in some parts of our culture

today. Still, political-administrative strategies are very fre-

quently used both for control and for reshaping the educational

systems.

About this approach Bennis, Benne and Chin(35) say:

"It is not the use of power, in the sense of influence

by one person upon another or by one group upon another,

which distinguishes this family of strategies from those

already discussed. Power is an ingredient of all human

action."

They see the differences rather in the ingredients of power upon

which the strategies of change depend, and the ways in which power

is generated and applied in processes of effecting change.

As further emphasized by Bennis, Benne and Chin, the rational-

empirical strategies also depend on power. Information or new

knowledge is in itself potential power. The flow of information

goes from men who know to men who don't know. Normative re-

educative strategies do not deny the importance of knowledge as a

source of power. In general, however, the political-administrative

strategies emphasize political, legal, administrative and economic

power as the main source of overall power. Other coercive strate-

gies emphasize the use of moral power, sentiment, guilt and shame

as legitimate.

Educational systems have been accustomed to the use of

political-administrative strategies in a variety of ways. Laws

have been passed against certain activities or ensuring others,

social interaction is controlled ba school regulations, economic

power is used towards certain ends, for example, as support to one

part of a curriculum and not to another.

More specifically Bennis, Benne and Chin mention the follow-

ing sub-strategies:

i) Strategies of non-violence: This has been and still is

one of the main strategies of minority groups for changing the
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conditions :lohools also have seen this strategy developed by

students in recent years.

ii) Use of political institutions to achieve change:

Political power has played an important part in all institutional

life and will probably continue to do so. In education this has

been very much the case, in particular where majority votes have

been used to introduce changes into the system.

Those educational systems which still rely on administrative

and legal processes as the only basis for Innovation, experience

the difficulties of getting these actually working in the system.

The process of re-educating persons who will have to behave in

different ways if the innovation is to be effective, has to be

undertaken. The innovation often requires new knowledge, new

skills, new attitudes and new value orientations. It may require
changes in norms, roles and relationships. These cannot be dealt
with in a coercive way.

There are clear differences in the processes of formulation

adoption and implementation of innovations as discussed earlier

in this chapter.

iii) Changing, through the recomposition and manipulation

of power elites: Innovations, as seen by those using this stra-

tegy, cannot be achieved through consensus, but will always be

achieved through conflicts and power redistribution.

iv) Political-administrative related strategfel: In

education coercive strategies have been used for a number of pur-

poses. The use of selection procedures, both for teachers and

students, can be looked upon partly as an administrative strategy.

Reward and punishment systems for teachers as well as students is

another variant of such a strategy. The use of grants as well as

the re-allocation of resources has a power coercive effect on

behaviour and in the teaching-learning process.

There is one distinct difference between the political-

administrative strategies and the others described above. The

ideologies and value differences between interest groups are ex-

posed by the open use of power. Real change is seen as a redis-

tribution of power, and the subjective position of any viewpoint

is not hidden.

We see two major problems in this position. Certainly there

are differences of interests and in the use of power in education

as in all other human institutions. However, concentration on
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the differences between interest groups in the struggle for al-

terations in power distribution might, divert energy from other

important problems. We take the position that differences in in-

terests can best be understood as different relationships to the

material structure in society and its reward system. Alterations

in power inside the educational system will probably not alter

the basic problems which are common to virtually all individuals

working in this system.

The second problem which arises with the political-adminis-

trative strategies is the lack of coherence between intention anJ

reality. The strategies indicate procedures fo: the formulation

and adoption of innovations, but we are left with problems con-

cerning the implementation of these policies.

In this study we shall try to analyse the case studies in

the light of these three main strategy orientations. As we have

already indicated, a specific approach to innovation cannot be

described as either empirical-rational or normative-re-educative,

or political-administrative. but rather as more or less influenced

by all three strategies, depending partly on which stage of the

process we are discussing.

A MODEL FOR THE INNOVATION PROCESS

Mos+ of the studies we referred to at the beginning of this

chapter have tried to distinguish the critical elements in the

process of innovation. Since they have often focused on particu-

lar innovative projects and less often on macro-changes in a

complex social system, the models have stressed factors such as

stages in the planning, development and implementation of a certain

project, relationships between the innovators and their environ-

ment, different roles in the process (leadership, change agent,

evaluator. etc.), and barriers to the introduction and implemen-

tation of the innovation.

Nearly all these models fall either into an empirical-rational

strategy or a normative-re-educative strategy. In fact they do

not differ much either in philosophical orientation or in prac-

tical description. One might call these attempts the problem-

solving approach. We will present some of the most useful for

our purpose, and later propose a model for the innovation process

for further analysis in this volume.

The term "model" is not used in any strict sense in this

51



context. It would probably be better to call it approach rather

than model. The difference between a model and a strategy is that

the model focusee only on the neces,sery steps to be undertaken in

the process regardless of the environment, while the strategy in-

cludes both the steps to be undertaken in the process and also

the complex considerations and activities which are linked to the

management of this process with its internal and external con-

straints.

Models for innovations as found in the literature are for

the moat part either broad generalisations on such a high level

that they have little direct value for our understanding of

strategies, or they are very much "micro-oriented" and concerned

with specific social factors affected by change. In most cases

this orientation is concerned with a "theory into practice" model,

with the assumption that these is an orderly process from research

to development and to its practical use.

It might be appropriate to quote William McClelland(36) in

his review of existing change models:

"It is premature to do more than wish for a general

model, let alone a general theory of change and changing.

Accordingly, researchers have developed a variety of sub-

system models, each of which deals with some aspect of

the change process or with some specific setting. Quite

understandably they vary widely in comprehensiveness,

complexity and elegance."

We shall give two examples of models that are of a broad

general nature but which in many ways give a philosophical orien-

tation to the more process-oriented models which we shall describe

below.

Bennis(37) identifies three general classes of change models:

i) Equilibrium models: The target here is a

defenL.ve social structure. The mechanisms

they utilise involve tensim release through

anxiety reduction and their goal is a conflict-

free social structure.

ii) Organic models: The target is problem-

solving activities. Mechanisms involve power

redistribution and conflict resolution, and

their goal is team management.

iii) Development models: The target is interpersonal

competence. The mechanisms they utilise are
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transformation of values and their goal is

authentic relationships.

Chin(38) finds four different classes of change models.

Three are much the same as those identified by Bennis, namely

"systems and component models", "organic system models" and

"development models". He adds a fourth category called "Inter-

system models". In this latter category the changes do not aim

at a new equilibrium, but rather at a state of dynamic dialogue

between interest groups.

Many other authors have developed process-oriented models

for change in social systems. Many models focus on the relation-

ship between a change agent and client system. The Lippitt-Watson-

Westley(39) model has the following stages:

i) The development of a need for change;

ii) The establishment of a change relationship;

iii) The clarification or diagnosis of the client

system's problem;

iv) The examination of alternative routes and

goals, establishing goals and intentions of

action;

v) The transformation of intentions into actual

change efforts;

vi) The generalisation and stabilization of change;

vii) Achieving a terminal relationship.

Similar models have also been developed by Buchanan(40) and,

to a certain extent by Caldwell(41), Clark and Guba(42), and

Havelock(43).

Havelock(44) has also proposed a "linkage" model in which

sub-systems of research, development, practice and consumption are

connected to one another by two-way influence and dialogue on both

needs and solutions. In Havelockls model, successful innovation

depends on the ability of both user groups and resource groups to

understand each other and co-ordinate their behaviour for common

goals.

Goodlad and his associates(45) currently are developing a

change model focused at the level of the local school. It assumes

the school as a whole as an organic unit for change(46), involving

the principal, teachers, parents, children and the immediate

service community. The intent is to have the individual school
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become a "self-renewing institution" through a process which they

refer to as DDAE: dialogue, decision-making, action, evaluation

and then repetition of the cycle. However, in recognition of the

fact that change is a lonely process, often resulting in alienation

from their peers of those who are endeavouring to change, the in-

dividual school is then linked up in what Goodlad and his asso-

ciates refer to as "the League of Co-operating Schools". The in-

tent here is to build a new social system with a new set of pur-

poses, activities, rewards, and the like, sufficiently strong to

offset the conservative social system of which the school is a

part.

All the models presented are in some way or another concerned

with how changes come about. But is it possible to treat the

how-question separately without considering whz changes should

.-ome abot, and in what direction the changes are intended to

bring us

When we introduce these dimensions we are immediately con-

fronted by a political problem. Models which build on an assump-

tion f neutrality, rationality and consensus about change are,

in our view, unrealistic. The consequence of a non-political

standpoint is not a "professionalisation" of the matter, but

rather to veil the realities of any change or innovation.

ThiF question is directly linked with the question of interest

groups. Cur observations make it quite clear that any innovation

,f any substance and meaning would involve conflicts, and the pro-

cess of innovation can only be understood as a process in which

different interests, values and privileges are at stake.

A PBO..E?S-OBTENTED MODEL OF INNOVATION

The 17 case studies ,2onducted in the present project are des-

criptions of innovations as they occur in 17 institutions at the

central, regional or school level. For our purpose therefore we

have chosen a process-oriented innovation model, closely related to

some of the models mentioned above. In doing so, however, as a

point of departure we are fully aware of the inadequacies of such

a model to explain more than internal processes in an innovation

project. It is our main task to relate our findings to overall

strategies for innovation (see below).

We shall describe the following steps ir. our process model:

i) Problem identification and definition;
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ii) Innovation planning;

iii) Innovation programming and development;

iv) Experimentation;

v) Evaluation and revision;

vi) Dissemination and production;

vii) Implementation.

We shall refer to this model later in this volume as the

Planning - Research- Development- and-Diffusion model (P-R-D-D model),

We co,'d have chosen alternative variations of the steps. A

similar model, however, has been evaluated as adequate in recent

workshops organised by CERT (Cambridge 1969)(47)(and Leiden 1970)

(48) and we believe that it reflects the steps which are most

commonly accepted as relevant to the innovation process.

OBJECTIVES FOR THE PRESENT STUDY

The objectives of this study are to use the 17 case studies

as a basis for a general discussion of the process of innovation

In education, and in particular to explore the following problems:

I. The relevance of the P-R-D-D model in educational

innovations

The model builds upon the following assumptions:

al The process is a rational process;

b) The process is a planned and sequential process;

c) Consensus concerning objectives is a precondition

for action.

Task No. 1: to analyse to what extent, and under what

circumstances these conditions exist in our cases of

innovation.

The model does not differentiate between different types of

innovation.

Task No 2: to analyse to what extent and under what

circumstances different types of innovation are "processed"

accordingto the model.

The model, like most of the others in the literature, does

not take authority structures and decision-making structures into

account. The educational system, being a large organisation, is

planned and controlled by an administration which usually is

hierarchical in structure. In our study we are particularly

55



interested in the question of how the participation of different

interest groups (professional groups, students, laymen) influence

the direction of change as well as the process.

Task No. 3: to analyse the effects on the innovation

process and on the direction of change of participation of

different interest groups in decision-making.

The model does not take personnel policies into account.

We should particularly like to see, if possible, the effects of

different recruitment policies and reward systems. Leadership

in the innovation process will also be analysed.

Task No. 4: Io_lalase the effects of different personnel

olicies and in articular anal se the role of leadership

at the different institutional levels.

II. Alternative strategies in educational innovations

The above-mentioned tasks are based on the assumption that

the most common model for educational innovation in the countries

studied, the P-R-D-D model, is inadequate in relation to certain

types or innovations (see typology pages-39-49, but is effective

in explaining the process under certain circumstances.

Research in education is not necessarily related to the

P-R-D-D model. In the light of the data from the case studies

a general discussion of alternative roles of research as a stra-

tegy for educational innovation will be discussed.

Task No. 5: to discuss alternative roles of research as a

strate or as .art of other strate ies in educational

innovation.

Political bodies, cent.-11 or local, have always played an

important part in the reform of education. These bodies, their

functions and their relationship to ad7ainistrative bodies, have

not been the object of our study. The importance of their func-

tions, however, is still a topic for discussion as far as these

functions influence the work of the institutions studied. We are

particularly interested in the role which political decision-

making has in different types of innovation and its relationship

to research.

Task No. 6: to analyse the influence of political decision -

making on the rocess of innovation (in each of our four

categories of innovation), and in particular the relation-

ship between research and political decision-making.

We shall make the assumption that "the process of innovation"

is not one type of process, but that this process as it occurs in

different parts of the educational system has many facets and may
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even be looked upon as different processes. If this assumption is

valid, different individual roles may be performed At different

levels of the system, and the different administrative levels may

perform different functions in the process (see Chapter VIII).

Task No, 7: to evaluate and compare the process of innovation

as it can be studied at different administrative levels of the

educational system, and possibly to identify the different

roles and salient functions in the process.

The case studies have not been evaluative in the sense of

assessing the effects of different innovations throughout the

educational system. With our constraints in this study (see

Chapter I) such an endeavour would not have been practicable.

The 17 case studies, however, have described in some detail about

100 different innovations. In a number of cases, references have

been given to national evaluation reports on other relevant

material. We have not been interested in a comprehensive evalua-

tion of the innovationsstudied, for in our opinion this is not

necessary for the kind of analysis we are doing. We are, however,

interested in the various barriers and unintended effects which

have Caen reported. In our attempt to analyse these effects we

have tried to draw some general conclusions about the present

situation in educational innovation.

Task No. 8: to analyse various unintended effects and

their implications for educational reform.
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Chapter III

CENTRAL INSTITUTIONS FOR EDUCATIONAL INNOVATION

Raving established, in the previous chapters, the definitions

of the various terms which we propose to use, we are now in a posi-

tion to review the reports which have been gathered in this study

of innovation. Each of the three levels of innovation - the cen-

tral, regional (Chapter IV) and school levels (Chapter V) will be

considered separately. At each level, from the reports which have

been submitted by the various researchers* we shall examine cer-

tain aspects in the descriptions of each of the institutions, in

an attempt to identify common or contrasting features.

The framework which will be used in Chapters III-V for this

analysis (or synthesis, in that it seeks to bring the various

reports together) is as follows: first, an analysis of institu-

tional characteristics, the origin of the institutions, the Sta-

tutory powers, their objectives and their administrative context;

second, the type of innovations to which they give priority; and

the process of innovation which they favour.

The types of innovation are classified by the categories of

innovation described in pagesi-39-41 '(1, Objectives; 2, Organisa-

tion; 3, Roles; 4, Curriculum).

The process of innovation is first related to the P-R-D-D

model described on pages ,54 -55. Specifically in these chapters

the assumptions underlying the model will be studied (Task No. 1.,

p.55), and the relationship between types of innovation and Ira-

cesses, (Task No. 2, Ipp.55-56).

Having studied the processes and their management we shall

analyse the institutions within our framework of political/admini-

strative-normative/re-educative- and empirical/rational strategies

for educational innovation.

In our analysis of the central institutions in this chapter

in particular we shall review their common characteristics and

differences under the following headings:

* See Annex I.

59



1) How were they created?

(by political bodies, professional bodies, non-

educational national or local interest groups)

2) What is their formal relation to the educational system?

(political/administrative decision making, finance,

administration, project policies)

3) What do they see as their priorities?

(objectives, type of innovation, development and/or

dissemination)

4) What processes and strategies do they employ?

RESEARCH FOR BETTER SCHOOLS, INCORPORATED (RBS)

During the late 1950s and in the 1960s the United States

experienced a wide range of educational innovative activities, in

particular involving curriculum changes. The National Defense

Education Act of 1958 provided fox' many of the "innovative curri-

culum packages" that were produced in the 1960s. Ovsiew(49) says

that "a quick adoption by school districts o2 these new programmes

was the certain proof that the school districts were desperate for

any new educational product that appeared to have fundamental sub-

stantive value". This is of interest, in particular, in that the

new developments were centrally planned and developed products,

while the former tradition had been that the local school dis-

tricts through curriculum committees could determine their own

curricula.

The background was therefore favourable for the Elementary

and Secondary Education Act of 1965 (ESEA), by which Federal money

was given to innovative programmes throughout the whole nation.

In particular, Title IV of ESEA provided financial support for the

creation of 20 regional educational laboratories, along with 10

educational research and development centres. Some of the former

have since been phased out(50). The Research for better Schools

was one of the regional laboratories established through these

provisions.

The concept of the Regional Educational Research Laboratory

was not completely clear when it was written into law, but the

laboratory was intended as a link between research and development
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centres and ock)ol districts. The region which Research for

Better Schools,Incorporated (RBS) was to serve included a 15-

county section of southeastern Pennsylvania, the southern half

of New Jersey and all of Delaware.

The mission of RBS was originally stated in a question form:

"How oan educational institutions produce and offer the scope,

sequence and variety of instructional experiences which are truly

suitable to the total range of abilities and requirements of stu-

dents?" The task of RBS was therefore to construct an organisa-

tion that could test and develop potential research products and

disseminate them to school districts and schools.

RBS has no formal links with the Federal Government or with

the State or local authorities - that is no statutory links, It

is a non-profit organisation receiving its funds from federal

sources end private grants, and has to co-operate with both fede-

ral, state and local Agencies to get products developed and dis-

seminated. RBS is headed by a Regional Congreos and a Board of

Directors, representing federal, state, local and university

interests.

INNOVATIONS AND PROCESSES

The greatest proportion of work Andertaken by ABS falls into

the category of curriculum development (category 4)(51). There

are two programmes in RBS directly related to curriculum, i.e.

Individually Prescribed Instruction (IPI) and Humanising Learning

Programme (HLP).

The IPI programme was originally developed at the Learning

Research and Development Center (LRDC) in Pittsburgh. Since 1966

RBS has so far invested about 6 million federal dollars in speci-

fic development of the IPI. Ovsiew(52) says abcut the project:

"1,,s purpose is to permit the school (so far only the ele-

mentary school) to operate a program of instruction which is

modifiable to suit the learning needs and characteristics of

each pupil."

"The teacher judgments are made on the basis of continuous,

objective, recorded analysis of pupil progress which teachers

use in their daily planning for each child."

IPI has been developed, evaluated and revised several times

since 1966 and is now diffused to thousands of classrooms through-

out the whole of the United States.
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The Humanising Learning Programme (HLP) is an attempt to con-

struct a curriculum through which children may learn certain

skills which schools have rarely attempted to teach directly(53).

"1. Intellectual skills, the higher order cognitive skills,

beyond memory.

2. Social skills, the interpersonal and human communica-

tion skills.

3. Emotional skills, the affective skills, such as self-

awareness and self-fulfillment."

The project concentrates on questions like

"What are th, content aspects of teaching others how to

think - not the psychology or theory of how we think, but

the skills themselves?"

"What kinds of learnings about inter-personal relationships

are useful to children; for that matter, to anybody?"

What kinds of learnings about feelings and attitudes can

be fruitfully taught?"

The product HLP is largely a self-instructional curriculum,

almost entirely independent of instruction by the teacher and

using several media including print, audio-visual tape and other

visual devices. The product is not yet ready for definitive

evaluation but it is clear that the curriculum has potential for

actual use in classrooms.

A very different project in RBS is the Administering for

Change Programme (ACP). This innovation fits into our category 2,

i.e. "innovations mainly concerned with the organisation and

administration of the educational system". Rather than focus on

the development of material, this programme is trying to work out

better management models for individual schools and school dis-

tricts. There were a number of reasons for developing AOP(54):

i) innovative educational ideas and products have very

slowly been taken up by the schools themselves;

ii) school systems very seldom invent and develop their

own alternatives;

iii) the school administration always has to keep the

balance between conflicting demands which make it

difficult to invent and develop new solutions;

iv) shortage of money makes innovation difficult at the

school level;
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V) schools in the United States are independent and there-

fore the diffusion process between schools is slow;

vi) teachers have never been mainly a change agent - they

have rather been controllers of educational change;

vii) few schools have maintained a structure for planning

and have instead used ad hoc arrangea.Jnts;

viii) major planning teaniques are all of very recent

development.

The ACP began with the systematic collection and interpreta-

tion of a knowledge base(55). The plan of ACP can be explained

through a change continuum theory as a way of viewing and measur-

ing the existing change capability of local school districts(56)1

The change continuum theory embraces conceptualisation

of the change capability of local school districts, develop-

ment of instrumentation for measuring change capability,

development of alternative school district change profiles,

and prescription of change stategies for each of the profile

groups. The reasoning behind this activity is that there is

currently no tested means of measuring the extent to which

school districts are capable of making changes."

The major task of ACP is to help school districts develop

planning procedures for making comprehensive plans. According to

Ovsiew, ACP "is the most ambitious and most revolutionary of the

RBS programs".

The Process of innovation can be identified according to the

model outlined on pages54-55'of this volume(57): in fact, we

find in our analysis that no other central institution fits so

well into this planning model. This is o. course not surprising

since the laboratories, and possibly RBS in particular, had been

looked upon as a prototype of a "P-R-D-D institution". Ovsiew(58)

has characterised the principles underlying IPI, which to a large

extent reflects this process:

"1) Detailed specification of educational objectives.

2) Organization of methods and materials to attain these

objectives, including a variety of paths for attaining

mastery of any objective.

3) A procedure for the diagnosis of pupil attainment stated

in terms of educational objectives.

4) Individual daily evaluation and guidance for each pupil,

including a system for prescribing the specific learning

task each pupil is ready to undertake.
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5) Provitifon for monitoring of pupil performance in order

to infJrm both the pupil and the teacher of progress

toward an objective, and

6) Ccntinual evaluation and strengthening of curriculum and

instructional procedures."

How is this model working in practice? When the RBS started

to construct its programme one of the major planning difficulties

was obviously an agreement about priorities or a problem identi-

fication and definition that would clarify what the priorities

should be for the programme.

For many reasons this was very difficult:

1) The educational needs of the region were so complex that

an inventory of them only complicated the choice of pro-

gramme. No area of education did not appear to need

innovative programmes.

2) There were no criteria available for deciding priorities

among so many needs.

3) With the specific purpose of a laboratory, the innova-

tors were uncertain whether they should develop a com-

pletely new project or diffuse the existing innovative

programme which had acceptable characteristics.

In the identification of problems and needs, RBS therefore

found itself in a very difficult and conflicting situation. The

Office of Education (Washington, D.C.) had required an inventory

of needs to be included with the planning document on which the

first funding was based. At the same time pressure was building

up to provide service for the schools. Ovsiew(59) comments:

"Importunings from the field had to be resisted. Whatever

integrity the laboratories could claithf whatever worthWhileo

mission could be accomplished with their modest budgets,

depended on using their money and talents to develop

substantive inventions".

In many ways it would be correct to say that RBS itself ini-

tiated its programme, though only after full discussion of present

educational needs and priorities. The organisation went through

a planning period that allowed for the full use of the advantages

of conflict. In particular, these conflicts arose from the dif-

ferent expectations the community had, and the RBS staff had,

about its mission. The school system perceived RBS as a new ser-

vice agency from which it could obtain help with urgent needs.

RBS, however, looked upon its mission as something more than "do

something - anything - now". They saw their mission as planning
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a new curriculum for the future.

In the planning process there was no relationehtp to an over-

all educational planning procedure, since RBS is independent of

any educational structure. Obviously also there was no direct

relationship to a political process. The planning process was

therefore at another level, i.e. on the planning of the develop-

ment of products to fit a new curriculum.

As stated above, RBS took over the IPI from LRDC in Pittsburgh.

That organisation was more concerned with basic.research than

development, whereas RBS was more concerned with development-field

tests and dissemination of products. It seemed, therefore, that

an ideal link could be developed between LRDC and RBS.

There were a number of planning problems such as the instal-

lation costs of IPI, teacher in-service training, lack of manage-

ment skills, further curricular development of IPI, and material

production. The moot important planning problem, however, was

that no one in 1966 could imagine what the size of this total

IPI Job would be There was no evident parallel to its develop-

ment.

The RBS staff looked upon its task as one in which organised

research and development would come into operation through a

systematic P-R-D-D process. The concept of development was pro-

bably less clear than it would seem.

The process used for the development of HLP is illustrated in
Figure I (see below). RBS seems to be a pioneer in this process

and has probably concentrated more on the creation and development

of products than on anything else.

When this has been said it must be stated also that the dis-

semination, production and implementation process is very well

managed through the RBS enterprise. The whole dissemination pro-

cess is planned from the very beginning. The most important ele-

ment of the IPI implementation model is that IPI principals were

prepared to exercise close leadership and supervision over the pro-

gramme. The training of principals, therefore, was the key stra-

tegy which the RBS staff used. The principals, on the other hand,

trained their own teachers not just for a small preparatory period

but continuously throughout the school year. The principal learns

how planning works in the IPI system and he plans with teachers at

least cnce a week. He hires teacher aides and trains them and he

also studies the progress of children and organises materials. He

is responsible for managing a system of instruction from beginning

to end.

Quite early it was clear that much greater effort and
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reliour,,es would be needed in the diffusion process. Diffusion is

neither automatic, nor as :pimple as the act or adoption. In addi-

tion there is a responsibility to help the adopters to understand

and use the product properly.

1FI has ei:tabli..hed a tr.ng market in the J.S.A. indeed

so strong that it is difficult to control it(bw).

The above description gives an indication of a systematic

and planned resear-h and development effort which, to a large

extent, is following the model we have outlined before. There

are, however, some major exceptions to this model, i.e.:

1) The process of BPS, probably because of its lack of

formal relationships to the educational system, is not

linked to a problem identification process related to

the schools themselves.

The planning process is nut related to an overall plan-

nbrw, by the decision makers of the educational system to

the future of their systems. The planning RBS is

then :ore:

a) linked to wit indentification uf needs:

C) iaoed on BBS's under.itanding of how the schools

c,hJuld look in the future.

The pro,-eos lo typical fur the HLP and the IPI programme,

tut notso typical f31. the ACP. It is too early to say

what the procucc will lock like when it is as far deve-

loped as the IPI.

4) Since ltBS ij not formally linked to a political

auiioion-making process the effects of its activities

an be j'idgud only 1y the acceptance or rejection of its

products, whenever they are implemented in classroom

sltuaticno not supervised by RBS. The lack of formal

political and administrative control, therefore, delays

the prJce.:s of "informal evaluation" which o ihur

ear. more easily benefit from. The RE; activi-

ties, and the values underlying centrally researched and

developed learning systems, can Lest be assessed in the

implementation stare.

THE NEW JEnEY STATE EDUCATION DEPARTMENT'S DIVISION OF RESEARCH,

PLANNING AND EVALUATION (RPE)

Between 19,,(.) and 1',1e the New Jersey pupulation increased by

6,9



resources would be needed in the diffusion process. Diffusion is

neither automatic, nur as simple as the act of adoption. In addi-

tion there is a responsibility to help the adopters to understand

and use the product properly.

IPI has now established a strung market in the U.S.A., indeed

so strong that it is difficult to control it(60).

The above description gives an indication of a systematic

and planned research and development effort which, to a large

extent, is following the model we have outlined before. There

are, however, some major exceptions to this model, i.e.;

1) The process of RBS, probably because of its lack of

formal relationships to the educational system, is not

linked to a problem identification process related to

the schools themselves.

2) The planning process is not related to an overall plan-

ning by the decision makers of the educational system to

the future of their systems. The planning of RBS is

therefore;

a) linked to RBS's own indentification of needs;

b) based on RBS's understanding of how the schools

should look in the future.

3) The process is typical for the HLP and the IPI programme,

but nut so typical for the ACP. It is too early to say

what the process will look like when it is as far deve-

loped as the IPI.

4) Since RBS is not formally linked to a political

decision-making process the effects of its activities

can be judged only by the acceptance or rejection of its

products whenever they are implemented in classroom

situations not supervised by RBS. The lack of formal

political and administrative control, therefore, delays

the process of "informal evaluation" which other insti-

tutions can more easily benefit from. The RBS activi-

ties, and the values underlying centrally researched and

developed learning systems, can best be assessed in the

implementation stage.

THE NEW JERSEY STATE EDUCATION DEPARTMENT'S DIVISION OF RESEARCH,

PLANNING AND EVALUATION (RPE)

Between 1960 and 1967 the New Jersey population increased by



more than 15.4 per cent. The growth rate of the State exceeds

that of the nation as a whole by almost 50 per cent. This rapid

growth has had a significant impact upon the State's school sys-

tems which must enrol 40-50,000 additional children annually.

The fact that New Jersey is one of the nation's most urbani-

sed States created major educational problems for New Jersey's

larger cities. These cities also have the greatest concentration

of the poor. As Usdan(61) says, "the number of unprivileged

children in urban areas continues to grow as the poor, by neces-

sity, are compelled to dwell in densely populated areas to obtain

needed housing and mass transportation facilities". And just in

these areas additional dollars for education are hard to raise.

In addition the southern parts of the State are extremely rural,

give work to migrant workers from the South, and have a number 'of

specific educational problems.

Despite its relative wealth, the State has for a long time

failed to support education adequately. In 1968 New Jersey

ranked 49th in State and local expenditures for all levels of

education, calculated as a percentage of total personal income.

This combination of rapid growth, urban problems and lack of

educational finance has created severe problems in education in

New Jersey. In particular, the tradition of "localism" in New

Jersey politics has served to break the escalation of State power

and has kept State taxes and services at the minimum.

This, very briefly and obviously inadequately, is the back-

ground for the creation of a division for research, planning and

evaluation (RPE), at the State Education Department. RPE was

looked upon by the commissioner as an important instrument in the

creation, development and dissemination of educational change.

The creation of RPE was directly initiated by the new com-

missioner who was looked upon as a radical reformer, with his main

interest toward improvement of urban education. Although educa-

tors in New Jersey, in particular represented through their asso-

ciation (NJEA), looked upon the commissioner with scepticism and

even hostility, the creation of RPE was not resented by these

groups. Inside the State Education Department, however, some

uneasiness was apparent since the new division obviously could be

looked upon as a threat to thei2 work.

The objective of RPE has been to serve as the initiator of

change. It was seen as an agency that would develop new program-

mes and, once they were under way, transfer them to operational

units elsewhere in the department or through local agencies. A
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major motivation behind the RPE was to cut across the rigidly

organised educational department and provide co-ordihated approa-

ches to the solution of educational problems, a form of liaison

which was badly needed in the New Jersey Education Department.

The RPE was set up with four offices: one for planning,

another for programme development, a third for programme evalua-

tion and a fourth for research and development. The department

was organised under the'responsibility of one Assistant Commis-

sioner for Education, who was looked upon by the commissioner ae

an imaginative and vigorous person, well fitted for a job with

the main purpose of questioning educational orthodoxy and creating

alternative practices.

The Department had no available funds for the new division.

The commissioner and assistant, however, have been able to

get federal and private grants for all their major projects.

Increasingly the Department is now able to finance projects

through its own budget.

INNOVATIONS AND PROCESSES

In assessing the activities and strategies used by RPE in

New Jersey one is faced with the striking contrast between this

innovation process and the one going on in the Research for

Better Schools.

1) The RBS is, as indicated above, not formally connected

with any state or local decision-making process. RPE,

on the other hand, is closely linked with political

decision-making directly related to the State Commis-

sioner for Education.

2) While RBS chooses not to act according to immediate

needs RPE has focused mainly on the present and urgent

needs of the State's educational system; in particular,

the problems of the urban areas.

3) The RPE strategy for innovation has so far paid little

attention to a strict P- R -D -D. model. A very different

type closely related to a political-administrative

strategy, using research only very marginally in the

efforts, is reflected in the case study by Usdan(62).

4) RBS uses mainly in-house experts for the development

work. RPE, on the other hand, uses practitioners, drawn

mainly from school districts and other State departments,

in the development work.
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5) Also, there are few .similarities in the type of products

from RBS and RPE.

When one looks upon the type of innovations which are initia-

ted and managed from RPE, one is struck by the wide variety of

activities going on.

Category i (objectives, functions)

The ultimate goal of all the major innovative programmes in

New Jersey is to improve the educational situation of particular

groups (e.g. socially disadvantaged groups). A typical example

of this activity is the Model Cities Programme (initiated by the

Federal Government) which, probably more than any other of the

divisionfs activities, reflects the priorities in the New Jersey

Educational Department. The project is a comprehensive attempt

tu "improve the quality of life" in the neighbourhoods of several

cities in New Jersey with urgent urban problems. Co-operation

has been established with local city administration agencies - an

arm of the city government - and with the U.S. Department of

Housing and Urban Development (HUD) where most of the funds come

from. The activities are based on field and development work

closely related to urban educational problems, and a number of

experts and field consultants are attached to the project. A

wide range of problems, ranging from general problems such as

funding, creation of innovation projects and the reform of exis-

ting educational practices, is attacked. About $3} million per

year are used in this project and more than 50 different sub-

projects are under way (for example, day-care family enrichment

centres, summer enrichment programmes, career and college service

programmes, community guidance programmes, kindergarten demon-

stration and tutorial programmes, classroom innovation projects,

staff development programmes, mother-child home programmes, etc.).

Category 2 (organisation and administration)

Great emphasis has also been placed on helping local school

districts to manage and organise their system better. One such

initiative, the New Jersey Urban Schools Development Council

(which is now defunct), was a consortium of institutions designed

to promote and co-ordinate common approaches to urban educational

problems. It was a service-change agency based on five task

forces:

1) research

2) programme development
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3) evaluation

4) dissemination, and

5) diffusion.

It was supported by federal funds (Title III funds). The pro-

gramme, which experienced many problems, had a Board of Directors

aom ten target cities. The Council is said to have often failed

to establish appropriate priorities and to have adopted a low-

profile role in the State(63).

The Educational Imarovement Centre (EIC) seems, on the other

hand, to have been a great "success story" - although here also
there are different opinions. The EIC is, in many ways, New

Jersey's first regional centre. It serves eight southern counties

of the State and provides a planning and development service in co-

operation with public and private schools in its region. It is

funded primarily through Title III funds. The EIC has been in a

position to develop new managerial procedures and apply them to

day-to-day educational problems. It provides a variety of services

and is highly appreciated for its help. Many observers have been

surprised by the way in which this centre has been able to intro-

duce innovations into a relatively conservative county of rural,

southern New Jersey. The RPE division has launched State-wide

training programmes for school principals, introduced new manage-

ment programmes, and is also in the process of establishing a net-

work of regional "learning institutions in New Jersey".

One of th'e division's major projects at the moment is the

project called Our Schools which involves a broad spectrum of New

Jersey citizens in the development of relevant goals for their

schools. It is a long-range educational planning project that

will include pre-school, elementary, secondary, vocational and

adult education. Several State-wide conferences, citizen groups

and expert groups are trying to redefine the objectives for educa-

tion in New Jersey.

All activities which we have referred to have either to do

with Category 1 (objectives, functions) or Category 2 (organisa-

tion and administration) in our innovation "typology". This does

not mean, however, that innovations concerning the roles of educ-

cational institutions, as well as curriculum development, are not

to be found. They do take place in the framework of a much wider

concern, which is mainly to improve education for the disadvan-

taged groups of all types, as well as to improve citizen partici-

pation ind integraliQn in the educational process.

If one studies closely the innovation strategies in New

Jersey one will find very few similarities to our P-R-D-D Model.
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The following interpretation might be proposed for the strategy

adopted:

1) The strategy is based on political power and accepts

conflict as part of the process.

2) The commissioner chooses political strategies to some

extent in order to establish priorities. This is

clearly true for the allocation of funds to particular

projects (with a specific target population).

3) The Planning, Research and Development Division is kept

clearly subordinate to the Commissioner's policy and is

u8ed as a vehicle for specified educational purposes.

4) Although the leadership has been criticised for "con-

fronting straiegy", "unilateral State initiative",

"lack of communication", and failure to involve local

and regional officials, there is considerable involvement

of local groups in the process. The interesting feature,

however, is that traditional power groups in education

are net the only ones participating in the process.

"Non-power" groups (like students) have also been taken

into the process.

5) The RPE has been used basically as a "think tank" for

political actions. The research function is weak but

the creativity in developing innovative programmes is

very strong.

6) The innovation strategy is concerned mostly with "people

development" rather than "production development", This

does not exclude the development of material but it does

not give first priority to this aspect.

7) Looked at from a planning point of view the strategy has

been weak in the area of diffusion, as there are many

parts of New Jersey which have not been touched by the

new proposals.

THE SCHOOLS COUNCIL (ENGLAND AND WALES)

One of the major reasons for the establishment of the Schools

Council was the growing awareness of the need to reappraise sylla-

buses and curricula. The feeling was that the rate of change in

the schools had not kept pace with the needs of the times, and the

Schools Council grew out of the recognition that co-operative

machinery was needed to bring together the various agencies
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involved in framing tho curriculum in schools, The Ministry of

Education was in a weak position: there was little positive

action or initiative which it could take, for, as Nisbet(64) says,

"the firmly established tradition of decentralisation in the
English system excluded the Minister from,influence in the curri-
culum and gave control to the local education authorities".

The local authorities did not in fact exercise control over

the curriculum, but gave wide freedom to individual head-teachers

to decide on syllabuses, timetables, books and equipment. In

fact it is only possible to understand the innovative nature of

the Schools Council in the English context if one considers the

very strong tradition of localism in English education. However,

this local power and control was somewhat illusory at the secon-

dary grammar school level since the curriculum was largely deter-

mined by examinations set by nine regional examining boards co-

ordinated through the Secondary School Examinations Council. In

1960 a committee of this Council proposed a new pattern of examina-

tions for pupils aged about 16 and the committee offered "teacher

control" of the examinations. However, understanding that this

would raise complex technical problems, the report also proposed

the formation of "a small but highly qualified research and deve-

lopment unit". This unit, called the Curriculum Study Group, was

seen by teachers and local authorities as a threat to their auto-

nomy. The Schools Council was subsequently established in 1964

to absorb the Curriculum Study Group, together with the former

Examinations Council.

Nisbet(65) also mentioned the influence of individual per-

sonalities as an important factor in the creation of the Schools

Council. In particular, Derek Morrell, Joint Secretary of the

Curriculum Study Group and later of the Schools Council, was a

major influence. In one speech he reviewed the problem of the

control and up-dating of the curriculum(66):

"Every teacher must receive or acquire as part of his

stock in trade a +package+ of knowledge about the

curriculum, and about teaching methods, which becomes

the norm from which, if he is a good teacher, he departs

in the interests of meeting individual needs To my

mind, the crucial contemporary question in attempting to

discern the reality behind the slogan 'the freedom of the

teachers+ is, therefore, this how, and by whom, should

the packages be created, and how and by whom should they
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be kept up to date It is not self-evident that

this is a job that the teachers can claim to be exclu-

sively their own. It involves, amongst other things,

dt-fining and interpreting society's terms of reference

)r the education service, and it can be argued that it

hould be shared with those whose special forms of skill

snd experience, or representative statue, qualify them

to express society's contemporary needs, and to discern

trends in social, economic and technical development."

The original constitution of the Schools Council begins thus:

The objects of the Schools Council for the Curriculum and

Examinations are to uphold and interpret the principle

that each school should have the fullest possible

measure of responsibility for its own work, with its

own curriculum and teaching methods based on the

needs of its own pupils and evolved by its on staff

In order to promote these objects, the Council will

keep under review curricula, teaching methods and

,examinations in primary and secondary schools "(67)

As one will see, the responsibility of the school is placed

first and the task of reviewing curricula and examinations is sub-

ordinate to that primary objective. The guiding principle for

the Schools Council work, therefore, is the freedom of choice for

the schools and the involvement of teachers in the work.

As one can imagine, with all these conflicting demands and

interests, the Schools Council is governed by a complex set of

councils and committees. All the major interest groups, teacher

associations, local authorities and the Department of Education

are represented in the Council. There is a Programme Committee

and several steering committees, examination committees and other

groups through which the governing Council is working. In these

committees, representatives of teachers are in the majority.

INNOVATIONS AND PROCESSES

If one looks at the type of innovations and the strategies

for innovation initiated by the Schools Council one will see that

both are different from what we have seen in RBS and in New Jersey.

The strategies adopted are closely linked with the particular role

the Schools Council is playing within the British decentralised

educational structure.



The type of innovations in the Schools Council is mostly

innovations in Category 4 (Typology, pages:39-41)

i.e. curriculum development projects and the planning and manage-

ment of examinations. In the relatively short history of the

Council curriculum development has been mainly in the form of pro-

jects based on specific subjects. However, there seems to be a

trend towards considering more "the whole curriculum" thus involv-

ing interrelated problems like school organisation and, eventually,

school structures.

A specific and interesting feature of the Schools Council is

the responsibility for approving new syllabuses at advanced levels.

In the two years 1967 and 1968, for example, 84 syllabuses were

considered and 65 were approved. To some extent one can say that

the Schools Council through this work exercises a certain amount

of power vis-à-vis the schools, although as one can see only a

few new syllabuses have been rejected by the Council.

From the start, the Councilts development work for the first

three years was as follows:

1) Research and development in the teaching of English.

2) Preparation for the raising of the school-leaving age -

a programme designed to help schools.

3) Sixth-form curricula and examinations.

Quite rapidly, however, the Schools Council initiated new

projects or facilitated the development of others on a very large

scale. The work now, in fact, is best characterised by the wide

range of activities than by a certain project or certain priori-

ties.

The English attitude towards educational innovations has its

own very interesting elements. In contrast to the American situa-

tion, the English attitude is well taken by Maclure(68) when he

quotes a senior British educator:

"Itve always thought that to define the aims of education

in general terms is more or less meaningless: to do it

more precisely is downright dangerous."

Although this statement should not be understood in a literal

sense, it does reflect the scepticism toward a too mechanical and

technologically oriented attitude to objectives. On the other

hand, if one hesitates to specify objectives, how is it then pos-

sible to develop and improve curricula? One finds in the work of

the Schools Council that the problem-identification-process is

done through a number of committees in which the various interest
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groups are represented. There also objeotives of the different

curriculum projects are discussed. Perhaps it is a consequence

of this that the Schools Council has at present some 68 projects

using $5 million? In contrast the RBS has three projects using

$9} million. The; democratic process which is reflected in the

planning by committees is a necessity in the Schools Council, a

means of giving teachers influence in development work, but it

has disadvantages both in terms of planning time and the setting

up of priorities. There are two development models related to

the Schools Council's projects. In the early days of the Coun-

cil's work, development tended to be done by a small expert group.

But subsequently a different model has come into favour, based

upon participation of a wide range of teachers who meet to dis-

cuss the present curriculum, its practice and objectives. From

these discussions new objectives and a new curriculum emerge; a

project committee is formed which co-operates in the implementa-

tion of projects and its field phase with a number of teachers

and schools. The usual procedure is shown in Fig. ? (see below).

Evaluation and revision do not have such a significant place

in the case of the Schools Council compared with RBS, although a

number of projects have an in-built evaluation.

The dissemination of products is done through commercial

publishers. This, however, is not the only dissemination process

which takes place: for example, field officers paid by the

Schools Council are responsible for communication and liaison bet-

ween the Schools Council and the local authorities. Most impor-

tant, however, the involvement of teachers in the development work

is looked upon as the most important strategy for successful imp-

lementation.

One of the major problems in the Schools Council strategy

has been its time-consuming procedures in a time when fairly quick

responses to change situations are needed. This is probably more

a reflection of the constraints in its structure and the highly

decentralised decision-making structure than anything else.

The strategy of the Schools Council is based upon an R & D

model, but with some modifications.

1) The work of the Schools Council is closely linked with

the work of the schools and the school districts, but

it cannot "plan for innovation" in these schools since

it has no authority in relation to the schools.

2) The "planning" is basically a negotiation process

between interest groups, and the priorities are based

upon common agreement among those involved.
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Figure 2

A CURRICULUM DEVELOPMENT PROJECT: PROCEDURE - SCHOOLS COUNCIL
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3) Specification of objectives is a process in which

teachers participate as well as project staff.

4) The process by which teachers interact in the develop-

ment process is used as a main element of the total

strategy and is looked upon as part of the process

of implementation.

DEPARTMENT OF RESEARCH AND SCHOOL DEVELOPMENT OF THE NATIONAL

SWEDISH BOARD OF EDUCATION

The National Board of Education (NBE) and in particular its

Department for Research and Development, can only be understool

as an integrated part of conscious and continuous reforms of

Swedish education throughout the last 30 years. During the 1940s

the basis of the modern Swedish school was laid down by an impres-

sive series of surveys and reports. Through the work of Royal

School Commissions and the initiative of Ministers of Education,

the nine-year comprehensive school, new teacher education, and a

new upper secondary school were developed. In particular, from

1950, experimental activities and research work began to influence

the implementation of the nine-year comprehensive school and in

the 1960s planned educational research and development activity

began to emerge.

It was the NBE, in conjunction with the local communities,

which was given the job of planning and implementing the school

reforms. Sweden has always been in many ways, a centralised

country in its educational organisation. A clear link is esta-

blished between political decision-making and development. From

the Parliament and the Ministry the policy is executed through

NBE at the State level to the counties and communities.

To understand the DeparLz,ent for Educational Research and

Development one must note that cenral authority in education has

a long history and has more or less teen taken for granted by the

communities. The principle was accepted that policy making had

to build upon rational knowledge from experiments and research.

A wide range of experimental activities started through the ini-

tiative of the NBE in the mid1950s. When the Board was reor-

ganised in 1964 a new department was created inside the NBE for

teacher training and research and development. It was considered

of great importance to establish a close contact between R & D on

the one hand and teacher training (both pre-service and in-service)
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on the other, as a atrategy for the implementation of the school

reform. The NbE has a longer tradition in research and develop-

Mont work than any of the three institutions so far described.

It has four branches which deal with teacher training for pre-

schoA and primary school teachers, special teachers, vocational.

teachers and supplementary training for teachers, principals and

other personnel. In addition, this department is in charge of

the educational research and development activity, the development

of educational aids and educational evaluation,

These broad reormsillilities are looked upon as inter-

related activities in a total effort to introduce innovations

into the system, not merely to deal with interesting experiments

and research projects.

The Purr-,se o,f the research and development department is

stated in paragraph 7, of the instraotions of NPE(b9) where it is

stated that the :'.raid is charged to:

"See that the content and methods of education are

r(htwed, deveDpdd and improved continuously in step

with the progress and development of research within

':;overnment and individual. administration, industry

and the labour market as well as in the other areas

of sc,:ict!, at the same time taking note of conditions

ntroad.

Provide for lucid, co- ordinaled planning of the

educational systemts extent, structure and organisation.

Gee t it that knowledge of the educational development

work is spread rapidly among those authorities and

other...; who are responsible for the activity as well as

amn,7 those who ar otherwise affected ty the activity."

Later the question of "acoountatility" is added as a major

reason for m.:)re systematic goal-related activities.

The research and development department is an integrated

part the GP' wnich is governed by a board of laymen represen-

ting the lateur organisation and other community interest groups.

BuboGard in its ,overall plannina! is suboroinate to the Ministry

of Education. In its administrative work and in its management

of R P activities it works independently the Ministry.

Among the institutions studied NPE has the clearest statu-

tory power, teirq; delegated the power to implement ministerial

and parliamentary decisions in addition to its supervision of the



inspectorate. It is influenced mainly by the political party in

power, through the Ministry. Since the same party (the Social

Democrats) has been in power over the last 40 years, there has

been a continuity of influence on both recruitment and overall

-)ver an unusually long period.

INNOVATIONS AND PROCESSES

To understand strategies for innovation which are used in

the Swedish context it is necessary to study the process of inno-

vation from two different angles:

1) the process of innovation as a political process

organised through political parties, Parliament, and

the Ministry and executed through the NBE where,

among others, research and development play an

.r,+ 'rated role:

prc:ess of innovation as a specific research

:,r1 development process and its relationship to

innovation process.

:.istr:;, on the executive level, has NBE as its central

.1:; and is by far the most important agency for

inn v :l%%ydish education. The overall strategies which

_ innovation are integrated in a political,

research .and development process.

A,:omiosions, with the help of research, and ad hoc

7:,1-1 by the Ministry, have the responsibility for pro-

bicernini: objectives, structure, curriculum in terms of

rlbjii:ct .n t:metable and the general developMent of the educa-

tihal NPR is responsible for the operationalisation of

these objetives and their implementation and uses the following

strater ii;! in this process (operationalisation and implementa-

ti

a) A rolling curriculum reform which consists of continuous

revision of syllabuses, curriculwn content, methods and

lo:anisation, using a considerable number of educational

practitioners and experts as the main resource.

Devt.lopment of teaching aids: this is also directly

linked to educational objectives and a systematic col-

laboration with publishers which has been operating for

:everal years.

') Iyvelopment of integrated teaching-learning systems in
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social subject areas, mainly at the upper grades of

the nine-year cmpreht:nsive school. Theoc systems

have bqen a major strategy for innovation during the

last ten years, as well as the introduction of

individualised instruction, the breaking up of tradi-

tional classroom patterns, the Introduction of new

roles for teachers and students, and new evaluation

forms. This has been done mainly through large

curriculum development projects.

cl) Training and retraining of teachers: a considerable

amount of money in invested in revising training cour-

ses for teachers; in particular, a total system of

retraining is adopted for the entire teaching staff

throughout the country. In this work regional centres

and consultants from NBE play a central role.

e) The use of research and development as a systematic

strategy to improve educational practice: the UBE in

not itself involved in research but it plans and

commission research in schools of education and

universities.

f) A systematic information process using all available

ode.m csmmunicatiot media.

r) The use of evaluation through a series of follow-up

projects and feedback within curriculum development

projects, and also through centrally developed

standardised tests as a means of revising the system.

As one will understand from this the NBE is involved in a

total educational reform process in which all types of innovation

are systematically introduced. We will deal here specifically

with projects launched by the Department for Research and Develop-

ment, and consider"how this process is organised and how it re-

lates to the overall hPE structure and strategy.

Researoh and development is looked upon as a long-rangestra-

logy for silving long-range social and educational problems rather

than immediate problems. Applied research or experimentation

based on development regions (e.g. the Malmo region)(70) in looked

uponananimportant strategy in solving short-term or medium-tem

problems.

The research community represented by the Schools of Educa-

tion and the Universities is engaged in long-range research pro-



t,, (thout;h inoreasingly) than in develop-

it work in the regionn.

The central development w,Jrk at NBE is the continuous work

tr. currtoulu:% g.uidel hien (lAr..)plan), comprising general educa-

t 0 tilt tnt r)^,.mendations for

ttlAerc ani otadento on teaohlng and learning. in some of the

,tat dcvel.,pment w.,rk of the department, the goal is to

1 to it truo tional prototypes which can be produced and dis-

tributed through pal.lishers, in particular the State Publishing

The present plc '2 (1TN-1971) cover surveys uf trends

and nei,d.! of education, the an an institati,)n, school

studien of personnel roles, the aims, methods,

tea,,hing aids, tie evaluation of the teaching, precess,'and studies

in t, individual development and adjustment. Most of the projects

ii it Oategv 1, i.e. curriculum projects (about 70 per cent),

Mt all tae categories (which are listed on pages 31-41) are

repr.....onted.

In Categ-Hiv 1, (objectives, functions) in particular, the

ecto PLAN.; and INFOS are of interest. FLANS deals with the

o,.tabliAment in the schoel nyntem an a wh'le of a structured

aocordin::, to it operationalisation and strategy formu-

lation. lie pr.:ject INFOS aims at developing systems of informa-

ti.nn ar, l. feedlack functions, one for sch,o,o1 units and one for

Al it of interest a project on the future of

.,,atia%; Fducati.,n in the Year 2a,. ResEarch, however, plays

a g:.oater role in this catec,o.t.:; than the lint of projects shows;

traditi)nally the o,..,cear.q.ers have been engaged in limited pro-

jectJ. it Poyal floivilesions whirl, deal with the future of educa-

tion, itn ohj,,,,:tives and functipns. In Sweden thin is looked

apon and organied as a political process.

Th,, development of t,vpical research projectn is exemplified

by Vormeland(71) with the SAG/Project (independent work in, the

which a carriculam development project. Briefly,

the development of thin pro,:pect proceeded as follows:

Thc: pr.,ject initiated by it -lchool Commission

(14,:.) on I.;duati,n, which had teahern

a.- well an politician; and ad!T]inintnatolv an member4,

at ci' Cci. I f ttoit i in t ni It,, and war racked

:v a planning gr,,up net up by the NIE Department



for BooJearTh and Development. A proposal way ready in

appro ved by 1;1E, and the School of Education was

given recources one year at a tie.

) The project planned with the follcwinc operational

plan:

a) fermalation Jf thu iru tVttunitI othodolary

thlh,loa a me:waivment analyclo::

ID Jf materials and methodcloey in clasocc

with rannint; oheervatiun and cacce:icive

cat

experiental tvalwItiun thr,iup;h chmtrolled field

eNpirientc:

d) finally. uf method:Jo materials and

raron ruoi t to the c.ih,h)loi.

The rtport heir4h, written it hi minor

rL7 havi: eon 11:7:iaed on the project deccribing

re:iAtc in t',e frum

Th- ha..! Ihrh:d:..:t,d a tooted ;Jrt:tetype of the

ahol thu Lao teen '21.1 ty the

it it' }HtloLin;: if

Ao an oeth In at ,vu, thu 1wedich ot.rategy invelvcs

4 intecrati-n a th,litial and adminitrative proeci3o

a and d,:visrO,Jint a plannine7 point

O:' t ve particciarly in a

h1ral];: or:ahed cyctc.. The important prollem Ic how these

ir reiatt. t ea,:n ctner, what th ahtal 1,10 01 research

11.o: t developirocent:-:, the

and e:mmanleatien ,iun a .:yctem and the

1' dehin-makinc! where oimu t.nc..iracment 1: ;71ven to

:.hal anCI re:71:nal :.nitiativt.. priA,lem will he diccssed

laI4 in Chaptt,roJ VI and 711.

1:1p, r1O f 1 iL INoVATIuN IN EDUCATION (N0kWAY)

(cfc4KERA:;E? FlAt L;Kol,FNEHMET), (1XIE)

lh descrAin trot, National Council fur Innovation in

(NCIE), it rec:1o.lary at the came time to refer to

dt:velci;mirt NorK,,;ohjan tdueatien in the met 20

a.: well ac t the fanti.:n:', ti; Ministry 6f MI:cation

and tnc YJr 11 :.;i:arc; the N:flE has teen the main

educational innovation.

in Norway. It is closely linked to the central educational admi-'

nistration and to the hierarchy of the decision-making structure.



As Marklund and BjOrklund state(72):

This means that a description of the background to the NCIE

must be wider than would be necessary in the case of a more

or less independent body concerned with educational inno-

vation. The forces that led to the setting up of the NCIE

can be traced back to the Joint Programme for the Development

of Norway at the end of the Second World War, a programme

adopted by representatives of various political parties. The

forces that have subsequently affected educational develop-

ment as a whole have also influenced the NCIE, both its

origin and its continued activities."

%CIE ir not an independent inotitute, that in,

in.ltitato which enjoys freedom in defining ito objectives,

.1trates..ica and activities. The NCI is responsible for considera-
ly broaler ',A.:kr than those of an independent institute. The

task i^ivoh to the NCIE by an At of Parliament in 1954 extends to

alm:.st all typen of school in Norway and to the entire country.

Tho thereforo, has an overall task of renewal of the educa-

tinal which Lrins it close to educational policy in the

rencG(T1.

recJmmendationr from a orosn-political joint corn-

..ittt-o, a f.ordination Committee was established which operated

brm 1.:7 to 1)5'2 with the purpose of developing co-ordination

setwo -en :2veral type,:) of lower and upper secondary school. In a

reports a opocific proposal for the setting-up ot' a

now b:dy - a Council for Innovation - was put forward. The Mini -

,. to proposed ou:oh a b.,dy to Parliament in 1954, encuring that the

ie linked to the Ministry, however, with a wide authority to

.nitiate inn)vations throughout the entire educational system.

The Parliament pa;u4ed an Innovation Act, whi;:h among others,

avt, the Ministry the power to:

"iiic Majesty's consent havinc: been obtained, to disregard,

bor purToe concerned with uxperimentation, the regula-

ti,:n.i cm.1...idied in the appropriate school laws, whenever

experiment%tion may Le deemed well founded from the

eda-ational point of view and in the interest of the

school."(74)

"In order accist the Government with advice, initiative

and supervisi,:in, His Mujusty pleased to appoint a

o. ancil, the !iational Cuanoil for innovation in Edaeati;)n,

to; Jonoi.it o not more than coven members."(M)



"In order to obtain authority for experimental activity,

the National Council for Innovation shall submit to the

Ministry of Education plans for experimental instruction

or shall pronounce on plans put forward by individual

schools and others. This shall also apply to objectives

and the qualifications such instruction may confer."

"Questions concerned with grants from public funds for

experimental activities within the Ministry of Education

shall be brought up before Parliament."

"Reports shall be made to Parliament every year on the

subject of experimental activities initiated under this

law." (76)

This Act is unique and might be looked upon as an interes-

ting strategy in coping with a traditional educational bureau-

cracy dependent upon laws and regulations. The importance of

this law is that it gives research and development a chance to

influence entirely new educational organisations. Another impor-

tant aspect of this law is its relationship to the decision-making

bodies. In one sense it is subordinate to the Ministry's edu-

cational policy, but proposals have to be "well founded" and "in

the interest of the school". This, of course, is debatable and

leaves the Council with some freedom.

In practice the Council has had substantial autonomy,

although the Ministry has to approve the budget and formally the

appointments. In recent years, a fast-growing budget has resulted

in more detailed control from the Ministry. Also in policy

questions the Ministry is now using NCIE deliberately as its

"implementation" arm of policy recommendations. From a period of

autonomy, therefore, the NCIE is finding itself in a situation

where its activities are dependent on a direct link with politi-

cal decision-making, in much the same way as in its first years.

INNOVATIONS AND PROCESSES

In a country where education for centuries has been regu-

lated by law and controlled centrallyos in most other European

countries, the particular Act of Innovation was in itself a major

rtrategy for innovation in a rigid central organisation for the

purpose of implementing educational reforms decided ,by Parliament.

The type of innovations which go on through the NCIE can be

37



classified in three groups:

1) The first group comprises major reform activities

such as the introduction and implementation of the

nine-year comprehensive school which started in 1954

and which is now accomplished. (Our Category 1: objec-

tives, functions.) Basically, the intention was to put

two different schools together under one roof, build

a new structure and curriculum and plan the whole

country region by region to establish this new edu-

cational provision, which is particularly important

for the rural areas. The reform was based on proposals

from several commissions and political decisions by the

Ministry and Parliament. The case study shows clearly

how the interaction between political decision-making

and the NCIE has developed through these years. The

role of NCIE in these reforms is to find answers to

specific problems defined by the Parliament or the

Ministry.

2) The next type of innovation which characterises the

work in NCIE is specific curriculum development pro-

jects linked to the above-mentioned reform. Most of

them are aimed at individualised instruction and have

a more strict planning-research-and-development cycle.

They are, as it were, the second phase of an educational

reform after the structure, organisation and admini-

stration has been established in the first phase. The

curriculum development projects fall into our Category

4 (curriculum).

3) A new activity in NCIE is the experimentation with

school organisation and administration; in particular

the project "Creativity in Schools" has as its objective

the investigation of the possibility of giving schools

more freedom and initiative. This is, in itself, a

major departure from a centralised innovation policy.

Other projects, like the establishment of regional

development centres, can be looked upon as further ele-

ments of the same strategy, giving to the Schools and

local districts a major role in the innovation process.

The strategies used in this work have already partly been

described. As previously stated, the mechanism for innovation,

the Act of Innovation, is probably in itself the major strategy

for innovation in Norway.



1) This strategy is closely related to political decision-

making in both the Ministry and Parliament.

;) The identification of educational needs in Norway, as

in Sweden, is done through Royal Commissions which make

reL.ornmendations to thy' Ministry and Parliament. The

NCIE, through numerous oontaots and discussions with

different Interest groups, tries to operationalise

these objectives into feasible school practice. The

establishment of priorities through commissions is

seldom guided by research. The process within the NCIE,

however, is more and more related to research and

development projects which clarify the functioning of

the system as it exists. Research is often done out-

side the NCIE on contract.

The planning of innovation is done in NCIE, which has

considerable authority in this respect. It is based

on wide contacts and co-operation with local authori-

tiea and teachers. One can observe a change in the

role of NCJE since the 1950s. In the early days NCIE

to a large extent decided the regulations to be applied

for the implementation of a reform. Today the regional

planning done by NCIE takes the form of consultancy and

advice to the different districts.

Th,i model for development in the ,tructural reforms does

nvt follow a strict planning-research-development i',ale.

It is much mcl:! development-oriented, based on close

or,-operation with local communities where most of the

development work is dune. Evaluation, in a strict

sense, is seldom applied, except of course for standar-

dised tests and examinations of student performance.

This does not imply, however, that revisions and new

decisions are taken without any fur of assessment.

Informal and formal discussions are the basis for

evairation in these projects. In the curriculum develop-

ment projects, however, there is a process which, to a

large extent, follows our model: after objectives are

cartifully outlined and discussed with different inte-

rest groups, a proposal is made about a curriculum

development project. A prujeot group, 'often with a

.-rojt:ct director in the Council (however, increasingly

from outside the Council), works oat prototype units of

,,:urrioulwn and tries them out fn a few schools. An



cvalaation and revision cycle is based on this first

year of experiments, and a second version of the

material to prepared and tried out in about 10 to 50

schools with teachers who have not helped develop the

material themseiv. Evaluation is done by experts

from the Council or a research institute. Based on the

evaluation, a revision is made, and, if necessary, a

third try-out lo organised. The final evaluation

includes also recommendations to the Ministry about

the implementation of the new curriculum in all schools

in Norway. The NCIE is not formally responsible for

the dissemination and implementation of the product.

This is done in co-operation with the regular central

administration which also is responsible for teacher

training and retraining.

) Research in a strict and formal sense does not play tne

came role as, for example, in the Swedish curriculum

projects. The research function, however, is a growing

cenoern in the Council and all major projects are now

planned in co-operation either with the research staff

in NCIE or with an outside research institute. One

of the major problems, however, has been that a deci-

sion-making oriented research process is difficult

to establish in reforms of a complex nature like the

introduction of comprehensive schools.

7) Since the NCIE is not responsible for the dissemination

and implementation of any innovations, this leaves the

NCIE somehow "irresponsible".. However, on .the other

hand, the NCIE is left with the responsibility for

initiative in innovation and development of innovative

products while riot burdened with the administrative

work which characterises the regular system.

THE ONTARIO INSTITUTE FOR STUDIES IN EDUCATION (OISE)

There is one striking similarity between the NCIE and the

Ontario Institute for Studies in Education (OISE), namely, that

in both cases the institutions were brought into being by a Legis-

lative Act. In the case 6f OISE the Legislative Assembly of the

PrJVitiCi-' of Ontario decided in 1965 to establish the OISE.

According to the Act(77) the objectives of the institution are

)0



i) To study matters and problems relating to or affec-

ting education, and to disseminate the results of

and assist in the implementation of the findings of

educational studies.

iL) To establish and oohduot oourses leading to certi-

ficates of standing and graduate degrees ih

eduoation.

The antecedents of the institute can be traced back some 40

years to the creation of a Department of Educational Research in

the Ontario College of Education. This department conducted stu-

die: on a wide range Dr educational problems; demographic studies,

research on teacher supply and demand, provincial financing of

schools, etc. A second factor contributing to the creation of the

institute was the need for a graduate education programme. A third

ocrttritutiut: f'Jrce was the Ontario Curriculum Institute which was

clotted in 1 Thi.: institute co-operated with the Department

,r E&bcati.hal Research in curriculum studies and long-term plan-

ning a,:tivitiee. Pinally, the general social climate was recep-

ve. Increasing public interest in scientific developments, the

advent ,f at a Ic cage try, the development:: and exploration of

.,pace and the optimistic view of the role of research gave , boost

to the development.

The institute was then brought into being ty the amalgamation

of two existing bodies, i.e. the Department of Educational Research

and the Department of Graduate Studies of the Ontario College of

Education. In addition the Ontario Curriculum Institute merged

with OISE by the action of two Boards of Governors in i966.

A unique element of 0.1.;;E is its responsibility for graduate

otudies in edUcation. This can partly to traced back to histori-

cal events but was also a deliberate strategy from the very begin-

ning, in that graduate studies are combined with applied research

and development elf :'to and field work, an important strategy for

the disemination of new knowledge into the Ontario educational

system to guarantee an adequate, supply of researchers needed for

the R t D work.

The institute is controlled by a Board

of the Director of the Institute and others

cional groups in Ontario (teacher training,

asz;oolations, and administration, residents

tional staff f the Institute).

Trio board represento a departure from

of Governors composed

representing profes-

universities, teacher

of Ontario and instruc-

the traditional uni-

eersity boards in Ontario in that its members are mostly educators
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The activitteo of' Ola can he grouped under these heads

1) A programme of graduate studies

The graduate programme is the keystone of the activities

of the Institute and other activities are clustered

around this partioular tank. A need was felt for studies

of this kind in Ontario in 196'), and Ol'a has made an

impressive impact in this field Ly increasing the number

of graduate degrees from 167 ih 1966 to 439 in 1970.

This year the full-time enrolment is 32 and part-time

enrolment A number of specific courses, designed

to meet needs in the Ontario educational ourrananity, have

teen eOtaUlished (i.c adult education programmes, educa-

tional plannirg, nociology couroes with case studies in

the schools, educational administration courses hared on

half-year sahtatisal leave, computer application courses,

Research and development activities

There has teen a wide range of projects in thin field:

at ,,ne tine :, up to 3(0 different projects. This has

leen so partly i,ccause many young academics were appoin-

red faculty posts with the stipulation that they

,ho ..lid devote half' their time to research, a situation

Loh enciaraged the undeetakine of individual research

projects. There has teen much criticism inside and out-

side the institute in relation to the number of projects,

and the star: has now agreed on major aoncentration in

..:me few priority. areas, with new hudgetary procedures,

and a reduction of sapport for research and development.

i;everal large programmes are now emerging. The "major

thrsts" in the Institute are now as follows;

a) an elementary school-thinking programme where the

aim is development of instructinal materials in

the area of thinking for students from pre-school

level through, grade

h) studies in educational policy planning and perfor-

mance with the aim of helping school districts to

plan for the future and tccome more accountable for

their performance;

o) a programme uf Canadian studies with the goal of

oollectin;t materials ahout Canada and bringing

these materials to the attention of curriculum

develupers;



d) i programme on innovations and alternatives in

education with the objective of providing assistance

to the provincial educational system in the innova-

tion process.

Among the larger programmes which are designated as

interdepartmental are a moral education project with

the objective of establishing a theory of moral develop-

ment; a Canadian public issues project for the develop-

ment, evaluation and dissemination of a social studies

programme; and a bilingual education project aimed to

help the various Foards of Education to initiate experi-

ments in bilingual education for English-speaking pupils

at the kindergarten and grade 1 level. As one will see

most of these projects fall Into Category 4 (curriculum)

except for the studies in educational policy planning

and performance and the programme on the innovations

and alternatives for education, which fall into Category

(organisation).

t;pec!ial school-related services

A specific programme in OISE is the field development,

which, according to the co-ordinator, is essentially "a

project or linking activity, a co-ordination of effect

between people and OISE staff"(78). Most of these link-

ing activities are carried out through the regional

centres. The centres have different tasks which vary

from transfer of leadership to people within the commu-

nity, and the analysis of needs and objectives, to

providing expertise and dissemination of OISE products

in the schools. The Office of Field Development in OISE

in co-operation with the regional centres has carried out

several large-scale projects requested by province-;wide

organisations. The Office is mainly responsible for

field relations, dissemination and assistance in imple-

menting research and innovative ideas.

As an overall strategy for innovation OISE has accepted three

functions:

a) graduate training;

b) research and development;

c) consultancy to schools and school districts.

Up to now, however, thin has been only to a small extent planned

and co-ordinated to include all the schools in Ontario, probably

for the following reasonn:
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1) 014: not linked to the formal education decision-

makinr pro

7) Inside OISE itself, the work in done mainly in depart-

ments with little co-ordination. In the last few years,

however, new emphasis har been riven to in

work and this hoo re sited in larger k

efforts more relevant to the needs of the Ontario

oystom.

The effort to co-ordinate activities and to establish

iink o with the system, hag ,Vought the institute from

a dniveroity-type of research model to an orgasised

planninr-research-development-and-diffusion model. In

their research and development activities, this is now

the main strategy for innovation,

4) The needo for innovation are defined by co-ordinating

ortramime c,l''mittees. No separate educational planning

divioion has teen established in the Institute to work

ot oycles of need assessment, specification of objec-

tive.' and analysis of al-ircoative strategicu:I.

') The deve1,4meht model which is now forenoon in the major

projects follows to a large extent the model outlined

n pages 54 and "5. The criteria for establishing the

major projects have teen practicability and gencrali-

sable iMpact on the educational system. In addition,

the project must have sound design, adequate organisa-

tion and management, clearly stated objectives, adequate

evaluation, and careful planning for dissemination and

implementation.

The :Ipecific strategy of using regional c(.ntres for

dissemlnatin in the major way in which OIlT obtains

access to the school systems. Planning of this opera-

tion is done in close co-operation with Ocal school

auth-ritieo, Thi. e is the most important dialogue

het"eor-en coht:ols and OIE, and air' 'o influehee:- priorities

in th,: programme.

7) The diaseminatin of ClEP work has been mainly dissemi-

nation of khtwl,Jdre, rather than dissemination of

"rady-to-use" prodaots in the schools. This taker: the

f" rm of p li'rrti:ni. ii oorrioulum and administration

anol .l.)urhal. 'veriroi a rcoLler of cdocatio'Lal topics.

In additioh, a wide range of ct:nferenees has been

avranC!.Li 4hr,,,uriscit mntario. Obviously, through its

r)
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FAC,Fici, OIS} has an efficient diesemina-

ti h channel.

flow far the work of OIIIE is implemented, and the

relationship between OISE and the regional departments

ef cduatien, are, topic which are discussed in

Chapter V1T1.

THE BAVARIAN STATE INSTITUTE FOR EDUCATIONAL RESEARCH AND

PLANNING (iki)

The Bavarian State Institdte for Eddeational Research and

Planning (BRO ,,vis created in 1967. Tire support for such an

Institute one from different sodrces. Weinert and Simons(79)

doo,..ribe the "twc decades of hoh-rcferm in West German education"

ao the majar irp)tivation behind the establishment of

p1 anal!; institutes like the PEP. A growing public concern about

the "edi:.ati,ulal crisis" in Germany was apparent during the 1960s

and cr,atud a pressure for educational reforms. This created a

seadiness to hoe yducation policy decisions on scientific

:ea,} and to develop nocossary mechanisms for educational plan-

hinc, development and research.

The relationship between Federal and State initiative in

education was another fa:Aor. In 1)i,6 the "Deutsche Bildungsrat"

(erman Edu.:ation Council) wan created with the purpose of

standardIsing and reforming the German schosl system(80). From

that time the need fax 'It,ate initiative backed by scientific

evidence vis more impertant than hefore in support of regional

ideas. Traditionally. the States in Germany have had more or less

to(1 fr-_,e(11...,::i in ciducat affoti is, and nyt;t :itrvt()L., have

feared a gi-ssing Federal initiative.

havaria is an example of a thinly populated State in Central

"r:ah,,pe and bar mcved from a typical agricultural to a more indus-

trialised soial structure at a very rapid rate. Early in this

ear rry' 7o per c!nt of the ]-1vavim L;Ipulati,n war; involved in a

Ingle clearly-defined .:ceupatien in which little educational

training was ne,ne,ssary agriculture). Today, almost the whole

I Ildlatin is facini. a variet;" 6f occuiational chices, involving

in loin and i oiil motilit and increasing demands for e.du-

cati.naI preparatin.

There develcpments in Bavaria have '..)ccurred on a rather rapid

:cale, and a:1 a nil t, regional differenceo have been growing.



The need fol.' more equali.t:; of life- 'lances in economic and c,oial

terms has therefore Lecome a major political otjeetive in Bavaria.

The 91-iF` wao created with the main objective of planning for equa-

lity of educational ppo rtani tie s throughout Bavaria.

In hie budget proposal in 1 0 i. the hlini:Iter of Fdttoation and

culture L(1(;,-, )

"The' need a ::pecial r-)b ervtt-', plait, teat and

pr, -,pose, .tultivate 1 inko with theor-,; and oitqlool prat.-
att troll ao with social and political force:,, to keep

with the ,t-mplo.: fa a:. t: of the !".ki,(!ational
'D '11:; 111=:1:at',2 a'3Fa tate I trit]ur to the
hew ann to nt :6'odt,..ra1 it

t t..L. pr vide a Jen t
tter.sral tit which

1 1 t t . t d , a., tftd the :or in t r: and

lootit'ate. A _.,11 as.tumptio,n Lao Leen that the 'Jarring and
regional planning, taking cduca-

t :al di f fc-rt.-,nce ac,--1,nt it. ictpr'ovira
r.:(1 :177, cat i t it-c1.t. and area: it;

the re:ear:h are its

AL.! Lt.:, ih Havaria.

t ;.lantiing and ih:Ji-
tite related the Pepartment .1.:t:Yeati..rittl in the

::,tt..:atic.n and Culture. The staff of the Institute is

L,tibjett to ministerial supervision tat in practice such

n t are
at the

and w .rk t

t,ple

t t i tt;t the I l ing .1),:partLont.

I:::tr'VA T1 '%.

.1c4 :;1: the ti tie: the

In: :

"T't.e tat: t.,..;--!at' .'h tri'; t- to tute tOt

tt-t-a-re:!,ttt d -

.,iron] e.tt. with

detailed de fin i tinn teaching ry;thodt-i. On the tontrar:



the rtin i;; make a systemati study of specific fa.,.:tors

in the e&A,',1tioL:il .vstem, such as supply Gf and demand

persons holding various educational

invetment i teaching aids, Olildings, equipment, employ-

ment of otaff, exlienditure at overheads, etc., which can

all Le quantified. In the )1)inic,n of the Inctitutels

director, the !'lain functiAl of educational planning in

l'avaria and therefore the tutu ml aim of the In;=titute

itself, io to determine the loilent demand, for education

and initiate meac,.res to meet it."

A numt:er :f projects have been ni,m:Nic,,.ined in 1 7 for

ice. tigate tho -f the ereati ,.d.; of new schools

in distriotc, the effect f local edu'atinal (Tport,Jnities
on thf- analycis cf ti, strutural reform of
pri!%at.,; analis of Larric,n. to ehange in the :iecndary

and ,.mpariz..Tn 1:etwen yid and

:tr,'rem.. The lictitit hi. cL teen fAlgrwed in "m,Ddel

1 t ..xi,k-ritn:e with experimental

pivl,are for the !ntrducti;:n of cum-

1. in a-ni a pn6jL,.'t a the "study of the
ac lit in a federal devf._:1

"'at ara". The aim the,

the factDra whih are important for tLe :;y stem

a ,7iven re(^,in in crdt_.r to define ,iriteria for planning, citing,

and devell,ment. Oncc these criteria have been develo-

-In attempt will t,e !,ade to sirYAlate planning through a c=-

Hter

Then': arc a nl.!:*er of otht:r iii., pr,je-tr whin deal mainly

with plannin, meth-'d4)ry and applied re,:earh e:7tablish facts

i3:2hc.D1 situation in preparation Cr new edLi-a-

ti. nil. :'tr-.k.iitunic. r.t. only an analy,ei of the

edu.'ati.Jnal situaticn 1 mt al:7,L) a e.,mplete ....urvey of

adAt ediatin the In,3.titute ham' Leer parti-

-ilarl;,- intoreted in differtn,.'e. in he "ii area.: in the :;tate,

the plHect 'ailed 'Fdu:atinal Xovement and Regional .7,tru,Aures"

net .).-f the moot typical projects if the Inntitute. The pro-

*i!t a oJnoideral:le di:Tarity in edu,:atin betwc,:en th, urban

and niral ti elo that the n7.,i.clustene of

th. stIdy :h(o.s. that the Gtate Cant '1 14, treated ao a fully htio-

ar,,a and that idntial m,,,Tiac.,o will have different

in different ricer.'. it ally: chews that the lack c).f par-

tL'ipati:n in eduati'A-. be cxplained in terms a
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..o:;ml lex set of faotr,:. As a result of this pre' t, there have

been several policy lacomendations to the Mini ti:.

The aotivities of DM': differ quite oonsideratly from the

activities in the other six institutions studied in this volume.

Thic may be explained by the stage of develdpment of cdthro..tion in

liavaria, oir it may to interpreted as a different approach to

eduatisnal develcpment. The prijecto are tasiotally research pro-

jects and no one im a topical development project, The approach

io highly structured from a scientific point of view, and uses

sdientifioally trained people in its projects. The projects fall
into oar Category 1 (Objectives and flinctiss) but they are mainly

t.noi:ahator:; studies for innovations in this field. The Institute

in tact looks upon itself as mainly a planning and research insti-

tute to prepat e. for policy decisions rather than an institute

initiating and facilitating changes itself.

Althdugh the ihjec:tives of the Institute differ donsiderally

from the dther institutions studied it is of interest in this

study u: cane it shows how, in the German situation, a growing

need too educational change is being approached tire-ugh the use of

planning and research designs. Knowing the German tradition of

L'ghly s,,,phisticated research, a research institute directly con-

ne,:tfd with educational decision-making will be in a position to

havi. an important infltience on educational development in the

GtMe.

/
So far the Institute has concentrated on research work which

sesAto in recommendations to the Ministry. The processes invol-

ved ir this laws mainly teen traditional research work with clearly

defined ch,ietives and sutput and with relatively few people invol-

ved in each single rject. It is not possible, therefbre, to

identify any pro.ieuhi: of innovation in the Institute's aitivities,

sinde the 1.,roco:-. involved i.e really a process of researh and

tilannig in relation to educational policy.

In this, work, however, the Institute has established certain

important stratogics. The :%ost imp,rtant factor is the :lose

liaison between the Ministry of Education and Culture, the political

leaders in 1.qivaria and the research institute (see Chapters VII

and VIII). Co-)peratin with the teachers and the research

liohint has teen a secondary facto:- for tie Institute.

The Institute also tries to inform interested members of the

public of its c'eal activities. However, being a State-funded body,

it Lac certain rules to follow, for example in its relationship

with the puhlic. Consequently, it 'has itself not embarked upun



major chaneo in iluoh relationships lest it should seem to be

breaking its trust with the Ministry of Education and Culture.

In its research activities the Institute has chosen an

area-Lased approach to :to planning and research work. The Insti-

tute "rejects frem the ,,vitset tic tenieno;; of educational research

and planning to oAggest that the ope'ific educatiHnal sehwol ;:yotem

lo the 1,gica1 and'feasitle ,rie without reference to regional

Alaracteri,.tio").

A .20,i.T6,EATIVF AliALIC,1:7. OF l'FliTEAL 1NlAITUTION:7,

io an at !Iliaraoteristier

-f the ir:t t itiaa de,i,ribed abLive, de f inu their major diffe-

rer-.-:. d. iil iv analy ce r imp+) rtanoe as re ted in the

A h;mter ef opecific oharateric.tioo have been des,!ribed far

a.!h anal- iv iy the individual researcher. Many

the:- -annot dealt with i,ere, and the reader is referred to

ta e different oa..- at lie.: sat 0 ,:ive a im.,re detailed descrip-

tih*). An anal;,-oio in m.?re detail f decisin r,aking and parti-

..liati n, nnel 1.1itie.s, I roleo and finotims in oda-
:ational ihn and a i iLintended effe,''t,:, will be fL,iind in

Chapter,'

The ire;:ent analysio will c:ri 'en nitt a the fall awing:

Ir.stitatilhal oharacteristics

A. ..,b,':ective: What verall does the institution

erform':'

a) FL:rmulatiDn of :1 icy (a rermative ,'hange)

t) Adoptin and develeiment of vilicv

Imi"dementati2n of policy.

I. The age o!l: the institutions, and their foundatin: Who

..)pre..oed the fmndatie'n.:

a) Frofeosional

1.) ??liticians

Lay or ups.

1. The statatorY taco and the deoioiri-making stricture:

What t-:te af vavor does the institution havt,?

a) Aoademlic

b) Financial

0) CTntrol rJf certain a:tivities (e.g. teacher training).

') tee Annex II
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I. 72,i.A.t LtJ,

What dJe:, tht. inAitution vee ae. it main a/ea ,)f intereLt in

tI. ILi1 of c.thl,..,atLn? We :hull r,Jur cate6oriec uf itno-
ttL 1.;

) Lt2 u2t1

and admiri..Arati.r.

1....1,s,c and u1P rc la ti

1:11. itr f

:?.3w i 3 LI ri ,,tc-t.i.ved it to the

11-u ithri a. ti,,,nc if tL i. r dii I tr:.uted1.'

V. 1trati.. f r edu 'ati:nal tar vatin
A. i thr: 1 in utid, in which cf thr, three

ti in "stratc.:y dL, the inL,titution:;

stFatecie:.

:.trategieo

ar.?

f!.::;tr-r :1, 4?''1.)

tu f related to :tntteijeo?

it t, fit-A ,.ertlir. Utah acr,)os cultures in the

1. .trat i.: i tic uf inn)vation1:

I. IN6TITUTIONAI: C.HARAII5TICS

i.1ativ...1, few .hax.aJteriti,...: are ov a t, a1i nLtit:iti3n1...,

avArt ax the

f. .1 .,w.nc: r,11 r it it 1t1 1 1 j2 nt a dei-artlAre 1.27,1 traditional

ty it f The( rc_Tre:enta neeec.ary

tLe f. a 1.,IAtive :Lan:7e at the itic: level

ait tho thiL: The inplementatiun of

i:een r..et ly law, reLyilatiunc and admini-

Th-2 new in:titti..nc ala repreent a new tint-
t. 1 I th.'4 have

7t.-4n t and dev,,.1-qment link

.An.! 7 1 t HY.

Al I tat than ::..e.2tcr of
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the system and more than one region of a country; most institu-
tions are set up to serve the whole State or the country. Their

concern with the educational system as a whole is another depar-

ture from traditional, vertically-divided educational administra-

tion and provides an qTortunity for a wider view of educational

reeds in the entire system.

Ob'ectives and mission

There are distinct differences in the ways the institutions

'thderstand their mission and define innovation:

a) some inetitutions look upon innovation as a means of

ielitical objectives - often long-term political

objectives (NPF, NCIE and PRP, typically all three of

them linked tp central agencies in education) though

i. short-term pslitical objectives (RPE):
i) thocs look up-Jn innyiation as a response to crises in

the present system and as a better administrative mocha-

ni,c% to solve day-td-day problems (partly RPE, Schools

o) lipon innvation as a systematic

research and development process to improve educational

practice and give "better answers" to teaching-learning

prJliems, :).ften with long-range objectives (RFS, NbEls

Department of Research and Development, OISF).

The inAitutiAso also diCfc'r it their empreheneiveness of mission,
.,th in :rineiple and practice:

a) .eme lock upon themselves as a meohanism to

,,there as initiators of educa-

tional innovati,.)n, others arc the aAual ,agency which

develops innovations, Lind others as the a.,ency respon-

sible for the whole process, including implementation.

The E,ovarian institute is mainly engaged in the formu-

lati.n 2f polio_ v: this role ef researcher-professor is

in, line with the Germun traditi NRE's Division of

Research and Development is limited mainly to initiating

ehccatiehal innovations in accordance with general pali-

cies givt:n b; the :,lis,istry. (NhE itself has a more oom-

preheneive mission.) All the others are agencies which

actually 1caL121 educational innovations, and (except

NCIE) are also responsible for the implementation of edu-

cational inncvatiens.
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All the institutions studied are relatively young insti-

tutions except for NCIE,which has been in existence for

l'_3 years, and the R D activities of the NBE which in

various forms have been in existence for about 20 years.

RBS and the Schools Council Pave been in existence for

years, OISE Cr c years, hPE and the Bavarian Institute

for 5 years.

All the institutions were created with the support of

political forces, either at the federal (USA), national

or State level. In the case of the Schools Council, NBE,

NCIE and OISE, professional groups (mainly teacher orga-

nisatirAis) strongly supported the foundation of the in-

stitution. In few oases was there any strong opposition

reported to the setting up of the institutions, except

perhaps, f.. r the fear in the United Kingdom felt by local

authorities about a shift in power over the curriculum

from local to "central" agencies. It is likely that

different-expectations and opinions were held about what

the institutions were supposed to do (as reported in the

case of Ric; and BRP), but we have not teen able to ana-

lyse these differences in a systematic way.

Itw statutory Lase and the decision-making structure

differ also. All institutions have academic power in

the sense that they have access to information and know-

ledge which is not commonly available, and a capacity

to develop new programmes. This power, however, is

relative, since it depends on the degree of access which

other parts of the system have to the same resources,

Comparing the quality of work of different institutions

studied, therefore, is not likely to have any real

moaning since their influence (in academic terms) in

their wo-L country depends on the "quality of the system"

(hw "advanced" the institution is compared with other

parts of the system).

f the institutions do have legal power through

control o,f budgets or the financing of innovative pro-

jects. This iJ true for NEE, ?)CIE and RPE in particular.

Financing in these cases is used as a policy instrument.

Some institutions also exercise power directly or indi-

rectly through their control of certain activities impor-

tant in the management of the educational system. The
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in the ortyolisation of the school system. These activities,

characterised by different organisational development approaches,

are in fact innovations in both Category 2 and Category 3. By

definition there are no real organisational innovations without

innovations in role-relationships.

All institutions studied have some activities going on in

Category 2 (organisation and administration). These projects fall
into three groups:

1) organisation development projects (e.g. "Creativity

in Sch,:,As", NCIE);

2) projects designed to improve the technical capacities

for planning and ranagement (e.g. "Administering for

Change", RES,and several projects at PRP);

creation of regional or local development centres

(New Jersey, Norway, Sweden, Ontario, U.K.).

Projects of a more comprehensive nature to change educational

objectives and the functions of educational institutions (Category

1) are taken up by RPE, NPE, NCIE and BRP. In the Scandinavian

and JellY.:th context these "projects" involve major reform of the

secondary school systems towards comprehensive schools. The -role

of the institutions differs. The NCIE and NH play similar roles:

educational commissions draw up major lines of development, and

parliaments and tho ministries delegate the authority to develop
(and, ir. the case of PEE, to implement) the innovations. In the

case of :chi' this body servos mainly as a resource-unit for the

Ministry in its planning effort::. In New Jersey the RPE has

mainly engaged itself 4n the renewal of urban education. In all

cases studied the objectives have included equality of educational

opportunity, a redistribution of funds and priorities for the

benefit of the disadvantaged, especially those described as

soci:tlly disadvantaged.

III. THE PROCESS OF FINOVATION

We have tried to analyse to what extent the institutions

follow the P-R-D-D model which we outlined on pages 54 and 55.

We have fund that curriculum development projects are to a large

extent covered by this model. It is hardly applicable elsewhere.

We have found also that the extent to which such a process is uti-

lised varies more between projects than between institutions.

However, the table below gives a summary presentation of the
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extent to which the vani.;ue inctitntiens are using this model.

We have tried to illu:Jfrute the extent to which the model reflects

the actual process, and moreover what ftuictions different phases

of the model play in the procese. (For example, "experimentation"

oan be a "test" for prototype develciments or the actual develop-

ment place itself.)

Throughout this volume we shall see how far the assumptions

qi.derlyire the 2-R-D-D model in education are in fact operating
in the process ).f' innovation. We have assumed (see Chapter II,

page 55) that, to the extent that the process can be explained

accordig to the mdel, the underlying assumptions are also valid.

However, ix those oases where the process clearly differs. from the

model, the assumptiono are not valid, and other factors relevant

in the educational context must be considered in explaining the

variatirins and differences.

Jo the Ll'ocecs as observed in the central institutions a

rational and planned piocess? If the term "rational" implies a

process Cared on research and knowledge gathered by empirical

methds, ,:re must conclude that this is very seldom the only

basis for the xroseoc. This may beef be illustrated by the prob-

lem identification phase. This phase is seldom based on systema-

tic data-oollection about needs and priorities in development.

Usually prJblem identification is an ad hoc exercise, seldom based

either on careful examination of present needs, or on long-term

educational or integrated social planning.

When priorities somehow are established, however, the project

management in most institutiono - in particular the development

phase - is a rational and planned process. In general terms it is

also a sequential process, following the steps in our P-R-D-D

model,

We believe that this distinction between the planning, deve-

lopment and implementation of the innovation process on the one

hand, and the monitoring of 'individual projects, is an important

distintion. Wh,le the institutions studied do seem to mana,Je

fairly well, one ..Jrlot automatically assume that they

are cl;c7e2.1 innovative agencies.

Cur cnclusion is that the establishment c.f priorities and

the disseminticn/implementation phase of the process are the

weake,Jt parts of the work of the institutikedied, especially

in institutions not closely linked to the political or administra-

tive system. Why art there aspects of the process not systemati-

relic developed? It appears, after careful analyis of the case
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stadie, that the "identifioatinn 3f needs" is not simply a ratio-

nal process tut first aid forei..;e:It a rolitleal process - a 'ratter

of valaes and differences tetween interest roaps. The expreesion

of "needs" and the establishmtit of priorities is taoicall a

ac 3f what ihdividualo and .p.:roldr:. want to aohieve. In very
few (njl..C, if any, to aohit,ve o.11:.ercac

tires. ;w n. instituti3nal patterns, therefore, :ecm to have evel-

vcd: .ne :zolation, fepresented by R1,S and (partly) OISE, where the

riakinit: is !tlainly an astivity. RIM went throa4h
an extensive plannin,d period etal:Iich the proc:rat:Lnie. Althpar:h

individ.:a1,1 participated, the oreatior )f the '1.-.Togramme

ao the reletn;,irility ,f the ..taff. The majr chane,es in the OISE

pr,erame have al:- teen an internal respcn:Aility, In rth caaen
a th,r,:h crje:tive and priorities Lao t-een the
resp 3f ice pr3fe:-:ional.,.

The 'c ad seldtie,n io represented institutions where

ol;:,ectives and priorities are ,eade by political

and tit:. is :eparated frsrd deoisionc en internal pro,jects

whioh are de-ieated t the ih:tt...-t13:1:.

This prodally rercaaont: the fir:t ;11.;:trati3;1 tdio

.:31.ue where elea-ly the P-R-11-D ni,del 10 inadequate to some

xtent. Sin,' tive,. in educlat,ioll are ttanifeld and often :eh-

fliotin, thic Iart the prooess (pr:liem identification) is not
a "valie-free" tat a prOCS:7 ir;plyine:. conflicts.

We also find that the di...cemination and iinplementation psi-

Ic at ac far develot-cd as the develepT.ent proce:s. Certain

reas.ns ie sucested: for ex-ariple, core of the insti-

.iti.:n: are n-,t Ad en3a,.:h to have adequate experienoe; and in

thi., ;art :f the 1.roves:, ir not ltn-ally part C tie

he,'r :nsilAlitie:, of the

7here hewevel., ie fA:darintai In

have ...Cc-;. that !'pi e!.ertaticd f innvnticric Lao e en

ouo:ec.,f.11iy .entre ersy.,
ntars). h :,ant f the plo,,,es:, lit fa ;.t le Letter ctrota

- %ha', other .outh ar intr,raodien,

ation and 1 ddivid-ii1 in...elve:t.ent are neoe:,:ary. to r :oucoes-

ful 'le an:we.r t3 tam- -toot wait

we have. anal;;.-ed the:e in, the re0.onr, and



IV. eTRATEC,IF.:-; 1.-1)h INNOVATIn

As we have already seen, the innovation process can only

partly be explained as a rational and planned process according

to the P-R-D-D model. This model is mainly applicable to the

individual projects, particularly in their development stages.

In our discussion of alternative strategies for innovation

'ne suggested three oategories:

1) empirical - rational

2) normative-re-educative

political-administrative*).

We assume that most institutions use elements of all these

ctratesieo in their work. In this analysis we shall pay special

attention tc the question of how far the statutory base and

decision-making power influence the use of strategies. To illu-

strate the use of strategies-we shall analyse each institution

se;arately.

1;2,: Ail projects follow basically empirical-rational

strategic:, moot co,'..only the P-R-D-D approach

RPE: All types of strategies are used in combination.

The basis for most pro jests is the statutory power

of the Commissioner. Exam,21os of political-admini-

strative strategies used to change educational

practice are to be found in the redistribution of

resources, manipulation of power, for example,

extending the power of students and laymen. Also

empirical-rational strategies are used, for example,

in personnel sc'ection and replacment, and through

research and development efforts as described above.

Schools Council:

A typical feature of the Schools. Council is the

neotiaticn brecess in its roverning council and

numerous committoes. We have listed this strategy

as a "non-violent" power-coercive strategy. In

reality, different interest groups,such as the

local authorities and teachers, have to define common

rround before projects, can start. However, emphasis

is placed on improving the problem-solving capabilities

f the local systems themselves, using normative-re-

educative strategies. These operate in combination with

the research .nd development process described above.

*) See discussion, Chapter II, pages :55-51.
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/414:: Through IL!. atatut,ry bare and its connection with

central v,litisal and administrative bodies, the NBE

traditionally has bsed le,:islation and regulations to

implement desired innovations. Political power

lelbitei by tLe i., still an important basis

for its overall planning. Increasingly, however, the

institution is using empirical- rational strategies in

a variety of ways, including training programmfs and

sometimes personnel selection and replacement. The

research and development process has already been

described. Also consultants and other experts are

employed to assist local school systems, and in

particular a systemati retraining scheme and informa-

tion campaign is used to implement large-scale educa-

tional reforms. Normative-re-educative strategies

are seldom used.

NCIE:

Much the same situation as NBE is true of NCIE. Poli-

tical and administrative strategies have been used,

particularly in the first ten years, but still as part

of the overall strategy. Empirical-rational strategies

have increasingly been used as described above. In

the last five years a vigorous attempt to improve the

problem-solving capabilities of the local school

systems has increased the Council's use of normative-

re-educative strategies.

OISE:

The strategies used are basically empirical-rational.

Basic research and systematic training of graduates

are also used in this context. To some extent the

institute is engaged in normative-re-educative strate-

gies, using its own capacity in upgrading the problem-

solving capabilities of local school systems.

BRP: The strategies are empirical-rational, with research

and planning as main strategies. The institute uses

the "political umbrella" of the Ministry, however, as

a basis for all its work. Its research and planning

work is therefore used deliberately to increase the

capabilities of central pblitical and administrative

institutibnc.

The conclusion seems to be that in nearly all institutions

(except for RPO empirical-rational strategies arc not used in
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',ften pclitioal-administrative strategies provide a

basis for empirical-rational approaches, and in some cases the

latter are used to strengthen the basis for political-administra-

tive strategies. This applies particularly to those institutions

hne.ted ly law with eentral educational

deoibicn-maleing, and applie: le.,, t the. more independent institu-

ti.)no. In sally ways normative-re-educative strategies are the

rb)st radical departure from present practise in these institutions,

in fact, they imply a redistribution of power and influence

the inetitutiJn., themeelveo to the schools and local authcri-

tie:u In few ce.ses ha cod a change been initiated by the insti--

tations tnembelves.

"IftE RELATION G2 TYPES OF STRATEGY AND CATEGb,RIFS OF

We Rive already discused the rdevance Lt- the P-R-D-D model

t_ ht ihh:.:,vatione effected by the central institutions

;:t..,died. We have fcund that it is uually the curriculum prolects

(Category. 4) which are planned, develeled and implemented accor-

dihg to thi del, and even in this cate:,try cnly a few of the

pr,ject:1 studied fTllw the p,%ttern strictly. The analysis of the

:!trategis used in the other inn(ivatins described suggests the

pattern described in Figure 3:1.

Figure 3 1

CATEGORIES OF INNOVATION BY TYPE OF STRATEGY

Political-administrative

Empirical-ratioral
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In the Figure 3:1 above we have tried to place the categories

of innovation from 1 to 4 in a "strategy diagram".

Category 1 (objectives, functions) is to a large extent,

developed and implemented through political-administrative stra-

tegies, though some empirical-rational or normative-re-educative

"sub"-strategies also are to be found.

Category 2 (organisation and administration) involves either

political-administrative strategies, in which new organisational

arrangements are brought in to replace old ones, or empirical-

rational approaches, as in the ACP project of RBS.

Category 3 (roles and role relationships) involves either

traditional administrative approaches (political-administrative)

or an attempt to improve the problem-solving capabilities of the

system (i.e. normative-re-educative), as in organisational deve-

lopment approaches.

Category 4 (curriculum) is generally carried out through

empirical-rational and normative-re-educative approaches, or a

combination of both.

There are clear trends common to all the central institutions

in their use of strategies in relation to different types of

innovation. Although one single strategy is predominant for inno-

vations in curriculum (empirical-rational) and for innovations

concerning new objectives and functions (political-administrative),

it is not possible to explain educational innovations in terms of

one single operating strategy, but rather as a combination of two

or even three strategies.
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Chapter IV

INNOVATIVE REGIONS

The review of the case studies of innovative regions will in

general terms follow the pattern laid down in the previous chapter.

The regions which will be analysed - Leicestershire, Devonshire,

Malmd, Wetzlar and York* - have not been chosen because they are

necessarily the most innovative regions in their country, but

because they are involved in innovations to a fairly high degree

and are continuously trying to improve their own practice.

Also in this chapter we will seek to deal with the first two

of the tasks set out in Chapter II, namely to compare the process

of innovation in the regions with the assumptions behind the

P-R-D-D model and to see whether different types of innovation can

appropriately be "processed" according to the model.

We start with an analysis of the characteristics of each

region. They differ in their administrative structure, in the fol-

lowing respects particularly:

1) Relationship to central authority;

2) Relationship to and authority over schools;

3) Relationships with public interest groups, and

professional and managerial groups.

These relationships, partly defined in statutory terms (aca-

demic control, financial control, etc.), partly developed through

tradition, have an important influence on the innovation process.

We shall analyse the innovative practices and the process of

innovation in relation to the categories and model described in

Chapter II. In particular we shall analyse the problem identifi-

cation phase and the whole process of policy formulation, policy

adoption, and the development and implementation of innovation.

On this basis we shall try to identify different strategies for

innovation as described in Chapter

* See Annex I.
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LEICESTERSHIRE REGION

Leicestershire County Council is one of the English local

education authorities. It is responsible for about 300 schools,

of which about 250 are primary schools and 50 are secondary schools.

In addition, there are some special schools and institutions for

further education.

The county has heavily populated suburban districts, medium-

sized towns and small villages. Many primary schools are small,

some employing only two teachers, others only one. On the other

hand, Upper secondary schools enrolling about 1,500 students are

envisaged.

The county covers only 830 square miles and communication is

very easy, no one point being more than 50 miles from the central

administration.

The County Council in England is the local education autho-

rity (LEA). Its Education Committee is one of its important sub-

committees responsible to it for the formulation of policy, as

well as for carrying out routine items of administration.

Innovations in England and Wales(84) should be considered

against the background of the 1944 Education Act. In particular,

any new policy has to fall within the statutory regulations laid

down in that Act, The fact that English legislation is so general

and leaves great room for political r'anoeuvre should not disguise

this basic statutory requirement.

At the time of the 1944 Act, although both political parties

favoured educational reforms, the Labour Party was more inclined

towards establishing comprehensive schools, while the Conservative

Party1s aim was to establish quality through reform of an existing

secondary school system which had grown up after the 1902 Education

Act.

Under the 1944 Act there is a great deal of freedom for the

local education authorities to develop their region in accordance

with the circumstances and traditions of their own areas. This is

particularly evident if one considers the variety of schemes put

forward in post-war Britain. The Ministry (DES) has veto power as

far as development plans are concerned, and it can also use a

financial veto as a control over LEAs.

The local education authorities in England and Wales have a

much more powerful position than other local educational authori-

ties elsewhere in Europe. Administrators are here as elsewhere
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not appointed on political grounds (although in the case of

Directors of Education, Government authority confirms an appoint-

ment). Their task is to give the Committee the best professional

advice in the formulation of policy and to prepare for a particular

policy when a decision is taken. The administrative officers have

a key role to play in the formulation and implementation of policy.

Holmes(85) says in his study:

"The role of the administration is clearly crucial if

new policies are to succeed. The Director and his

staff have to establish satisfactory relationships

with opposite numbers at the DES (Department of

Education and Science). They also have to get on

well with members of the Authority's committees and

at the same time win the confidence of teachers,

Parent: and other groups within the community."

THE LEICESTERSHIRE EXPERIMENT

The county of Leicestershire is famous for its "Leicestershire

Plan" which started as an experiment in 1957. In discussions at

national level in which social problems were widely debated and

as a result of sociological enquiries, evidence accumulated to

suggest that the English secondary school system was operating to

the disadvantage of working-class children and that middle-class

children were over-represented in the secondary grammar schools.

In 1957 the Director of Education in Leicestershire proposed a

limited experiment to modify the structure of secondary schools in

Leicestershire. From 1957 until 1969 this experiment was gradually

extended and the movement towards comprehensive reorganisation

of secondary education in the country as a whole has been assisted

by the results of the Leicestershire plan.

In addition to these changes in the structure of secondary

education, the Leicestershire schools have been in the forefront

of reform of internal organisation in both primary and secondary

schools. This is so particularly in the following developments:
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A :Hove towards greater individualisation of curriculum

and the changes of personal relationships in the school;

2) The creation of vertical age groups, particularly in the

primary school: and unstreamed primary schools;

The "Intecrated Pay" in primary schools where individual

pupils and group: of children follow specific programmes,

building on their specific interests and the provision

of appropriate materials and working space;

4) Advanced curriculum practices, in science, mathematics

and modern languages, and music in the primary schools,

and other curriculum innovations, particularly from the

Nuffield projects at the secondary school level;

5) The school environment, part"cularly through the con-

struction of new buildings designed for a modern

vurriculum(86).

STRATEGIES TO DEVELOP AND IMPLEMENT THE LEICESTERSHIRE EXPERIMENT

The initiative was taken by the Director of Education in a

memorandum of 1957. He proposed two areas of the county as experi-

mental areas where the plan could be tried out. The plan was based

on a reorganisation of secondary schooling towards a "comprehensive

volution" which was very different from existrig plans. The

Director in proposing the plan took the following steps: he first

got the support of his Deputy, a highly respected administrator in

the region; then he gained support from the Tan who for years had

been chairman of the Education Committee and the County Council;

he carefully consulted with headmasters and teachers; and he

established a plan within the framework of his regular budget. At

the same time the proposal did not infringe any major clause of

the 1944 Act; furthermore no schools were to closed and the

point of transfer between primary and secondary cci.00ls remained

the same. The Ministry therefore could not on legal grounds object

to the plan. The pane was regularly informed, and the Director

was assured of support in general, and specifically in the experi-

mental areas.

In proposing the plan the Director was careful not to inter-

fere with the "integrity of the schools" and therefore most teachers

kept their jobs and reform was gradual over a period of several

years.
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The experimental districts played a key role in the strategy.

The Director made a successful choice which was based on intimate

knowledge of the area by members of the Council and also took

account of population growth and movement. The favourable assess-

ment of the first regions made it easier to spread the experiment

to districts in other areas.

To implement the plan in Leicestershire the Director of

Education could operate only through the following:

1) Headmasters play a key role in the planning and develop-

ment of curriculum (category 4). Headmasters in England

have a particular freedom and normally no one in either

central or local government interferes with what is hap-

pening within the schools. The Director established

relationships with the headmasters which made it possible

to encourage teachers to accept the policy.

2) The local authority had 24 advisers who gave help and

assistance to local schools. They were used extensively

in the introduction of the new scheme.

3) The permanent administrative officers, including the

Deputy Director responsible for services, had key roles

to play in the reorganisation of schools.

4) The local authority by statute formally appoints both

headmasters and teachers in the schools. Leicestershire

County, over a long period of 30 years, has tried to

establish criteria for selection which encourage

innovation. Thus, appointments have been a key in,:ru-

ment of the reform.

5) Examinations play an important role in all innovations.

In England and Wales some examinations are administered

by the school itself (internal), some by the regional

authority (e.g. the 11+ exam.), and some are run by out-

side (external) bodies such as the Examination Boards.

Leicestershire was particularly anxious to introduce

internal examinations. The experiment made it possible

to abenion the 11+ examination and to move away from

external to internal examinations.

From the above outline it is clear that a major elem in

the strategy of change in Leicestershire has been a political

interaction process which includes negotiation and co-operation

among central government, political parties, national teacher

organisations, the public, and local authority committees. This
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process, if it is managed skilfully, can produce very impressive

results without the use of formal research and development

approaches, as can be seen in Leicestershire.

Leicestershire has also experienced a number of innovations

in the methods and content of education, and in this respect local

advisers, headmasters, and subject associations have played the

most important role. In these innovations occasionally the schools

develop innovations themselves; usually they adopt innovations

from other sources - such as the Nuffield Foundation projects or

projects run by the Schools Council. A long history of successful

work done in Colleges of Education has provided a climate for cur-

riculum innovation.

DEVON EDUCATION AUTHORITY

The case study of the Devon Education Authority(87) is con-

cerned with the reorganisation of secondary schools, and innovation

in pre-primary education. Both illustrate typical processes for

innovation in English local authorities and, together with the case

study of Leicestershire, give an interesting view of the type of

processes which facilitate changes at the local level in England.

In 1965 the Department of Education and Science sent out a

circular (10/65) requesting local education authorities to prepare

to submit plans for reorganising secondary education in their areas

on comprehensive lines. This request was backed up by the alloca-

tion of funds for school building. This was in the days of the

Labour Government. In 1970, however, following a change in

government, another statement was sent out to the local authorities

saying(88):

"The aim is to ensure that all pupils shall have full

opportunities for secondary education suitable to their

needs and abilities. The Government, however, believe

it is wrong to impose a uniform pattern of secondary

organisation on local education authorities by legis-

lation or other means. Circular 10/65 (1965) is

accordingly withdrawn The Secretary of State will

expect educational considerations in general, local

needs and wishes in particular and the wise use of

resources to be the main principles determining the

local pattern
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It ware in this period from 1967 to 1971 that the creation of

a new secondary scheme in Devon took place.

THE BARNSTAPLE REORGANISATION

Until the mid-1960s the English secondary school system was

generally selective. Following an examination at 11 the most able

20 per cent of children(89) went to a grammar school and the

majority of the remaining 80 per cent to secondary modern schools.

For those who went to grammar school there was the expectation

that they would stay at sch)ol until they were 18, and enter higher

education. Most of the children in secondary modern schools left

by the age of 15 or 16.

The Barnstaple scheme eliminated the eleven-plus selection

examination by establishing comprehensive secondary schools to

replace its three secondary modern schools and one grammar school

in the area. In addition to the creation of a comprehensive secon-

dary school for children from 11 to 16 years of age, the Devon

Education Authority won approval to relocate the sixth form. They

proposed to place the grammar school sixth form in a technical

college and offer a comprehensive range of subjects for students

from 16 to 18 years of age. When the plan is achieved, Barnstaple

will have a system of comprehensive curriculum for pupils from 5

to 18, ir. what is described as a "seamless cloak".

THE PROCESS OF INNOVATION

To comply with the directive from the Department of Education

and Science to submit plans for reorganisation of secondary schools,

the Barnstaple Academic Board (composed of the heads of the secon-

dary modern schools, the head of the grammar school, and the prin-

cipal of the technical college), was commissioned to develop plans

for its area. After considerable deliberation this group submitted

plans to the chief education officer in 1967.

On learning that the reorganisation scheme was acceptable to

the Department of Education and Science but that funds to build

buildings to implement the scheme would not be granted for many

years, the chief education officer requested that the Barnstaple

Academic Board develop a second reorganisation scheme.

While the Academic Board was at work on its second plan, new
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ideas about reorganisation were being developed in the Education

Authority in County Hall in Exeter. Before the Academic Board com-

pleted its second plan, the ideas generated in County Hall were

presented as a scheme to the Academic Board. Support for the

County Hall scheme was less than complete among the members of the

Academic Board; nevertheless, it beame the reorganisation scheme,

and an officers' working party, which co-opted the Academic Board

and was chaired from County Hall, was created to refine the scheme.

During the refining stage in the development of the scheme, know-

ledge of its shape was deliberately limited to members of the

officers' working party. While key members of the administrative

staff found it possible to give support to the scheme, there were

still a number of problems, the most important of which were:

1) To obtain the agreement of the Department of Education

and Science and of the Education Committee in Devon;

2) To obtain acceptance from the public, particularly in

Barnstaple;

3) To attain acceptance from headmasters and teachers

involved, particularly the grammar school.

When the public learned about the proposal serious criticism

was raised against the plan, The professional sector, particularly

the teachers in the grammar school, were opposed to major parts of

the proposal.

'Whet; it was clear from the deliberations of the officers'

working party that the Department of Education and Science would

probably approve the scheme, activities were started to win sup-

port in the Barnstaple area. All teachers were informed; a

meeting of teachers was also considered - but rejected, since it

was felt ,by the education officers that it would do more harm than

good.

By October 1968 it was widely known that a radical scheme

would be proposed and warnings began to appear in the Press from

both parents and influential educational groups (including the

grammar school). In particular, it was felt that the sixth form

would be destroyed and that the best teachers would leave since

they would not be attracted by the new scheme. Also many felt that

the grammar school would be destroyed and that the mixture of so

many different types of students would create severe discipline

problems. The reactions may be interpreted as an illustration of

how a certain group feared the loss of status. In November 1968,

however, the scheme was accepted by the North Devon Divisional

Executive and given its blessing, and it was also approved by the
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governing bodies of the technical college and the four schools

directly involved in the scheme, The Governors of the Barnstaple

Grammar School and of one of the secondary modern schools, however,

were opposed to the reorganisation.

In January 1969 the County Education Committee gave its

approval, followed by County Council approval a week later. After

this a public meeting was held which seems to have been a rather

"nasty affair"; some talked about the destruction of education in

the region; few concentrated on what the new establishment offered.

In the end the meeting had no significant meaning since it was

faced with a "fait accompli". The Department of Education and

Science had its own problems since this new scheme meant allocating

resources for further education and secondary education to the

same institution. One problem was that the scheme was looked upon

as a way of spending "further education" money for schools; another

problem was that the regulations for further education and schools

are substantially different.

The Barnstaple Grammar School Parent-Teacher Association was

against the scheme, as were the Joint Four, a national association

of teachers drawn mostly from the selective grammar schools. A

few teachers resigned. In May 1970 the Secretary of State for

Education and Science in London gave final approval to the plan.

MANAGEMENT OF THE PROCESS

The local authority had, in principle, only the following

instruments to influence the development of the new scheme:

1) Mass media were used effectively by the Devon Education

Authority. As a result the region attracted a number of

well qualified teachers interested in the scheme.

2) The Authority had very good working relationships with

the Department of Education and Science, which looked upon

the local authority as one with solid practice and sound

innovative ideas.

3) The education officers, through careful and extensive

reading, used ideas from other innovations in their own

development work.

4) The Authority, to some extent, used experts other than

the traditional educators for their planning, including

experts from the health authority (in connecti,n with the

pre-school innovation programme discussed further in the
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Cato atudy), staff from the local university and consul-

tants from outside.

5) In the local authority itself there exists a general over-

lap of responsibilities. This is a consciously developed

strategy to involve as many people as possible in

innovative planning.

The process in Devon has been described in detail to provide

another example of a process of innovation which is probably more

a political process than anything else, This does not mean, how-

ever, that the process did not take research findings into account.

The problems had been identified through long discussions at the

national level and through research reports.

THE MALMO REGION

ThP reforms of Swedish education were prepared by several com-

missions and also by experimental work in several regions through-

out the whole country. Much of this experimental work was not

systematically organised, though most of it was initiated by the

NBE. In 1998 however the NBE selected seven special experimental

schools to develop particular carefully evaluated innovations, one

of which was a municipal high school for girls in Malmd. This

school initiated a number of experiments, such as flexible group-

ings, inter-subjet instruction, team teaching and individualisation.

In 1962, when the headmistress of the Experimental School was

appointed Assistant Director of Education in the School Office for

Malmo, she brought with her the idea of creating a development

centre for the whole Malmd region. With such an expansion it would

be posSible to give equal consideration to all levels and types of

school, secure the co-operation and involvement of many teachers

in different schools, and ensure that the results of experimentation

would not depend entirely on teachers in highly selected experi-

mental settings. In 1964 the NBE, in a board decision on State

financial support, finally recognised the Malmd educational deve-

lopment centre; its main objectives were(90)

find7 practicable ways of giving effect to the inten-

tions of the educational reforms proposed or already

decided, also at the levels higher than the compulsory

school, 5nd7 tG facilitate the progressive revision of

the curriculum".

Sweden is divided into 24 counties, of which Malmohus, situated
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in the extreme south-west of the country, is by far the most

densely populated, with the largest absolute population. Malmd,

the biggest city in Malmdhus, is the third largest city in Sweden.

Each of the 24 counties has its own County School Board.

The boards appoint teachers on the recommendation of individual

municinalities and are also responsible for the in-service training

of teachers in the county. The county is responsible for the

implementation of the "teaching plans" laid down by the central

government (through NBE). Compared with an English local authority,

a Swedish county has less authority and freedom of mPrioeuvre, in

particular concerning the main points of the curriculum which is

decided by the central authorities.

In the city of Malmd the Malmd City Board of Education, which

comprises 11 politicians elected for a term of four years, is the

responsible body for all schools in the city. The City Board has

a school office in Malmd headed by a Director of Education and

three assistant directors who are all appointed directly by the

Government in Stockholm, on the recommendation of the Malmd Board

of Education in consultation with the county school board and the

NBE. The Educational Development Centre, therefore, was organised

directly under the City School Office.

Since 1962 there has been an Institute for Educational Research

at the School of Education in Malmid -now the biggest educational

research unit in Sweden -which plays an important rule in the

research and development work in Malmd. Research in the School of

Education is predominantly funded by the Research and Development

Department in NBE Lee the study by Vormeland(9117.

The body responsible for the work of the Malmd Educational

Development Centre is the Planning Group, which is appointed by the

NBE on the recommendation of the City Board of Education. It is

composed of the Director of Education from Malmo (Chairman), the

rector of the Malmd School of Education, one scientific expert of

the Department of Educational and Psychological 11:1.:arch of the

School of Education, one representative of the county board, an

experimental leader and an assistant director of education.

The Planning Group appoints an Experiment *tee whose
members are chosen to represent the most important on-going projects.

This group prepares a programme of experiments in co-operation with

city schools participating in experimentation. The Planning Group

examines this programme, gives its approval and submits it to NBE

through the City Board of Education. The NBE examines the prc-

gramme and determines the State contribution to the activities.
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The School of Education is therefore through the Planning

Group directly involved in the experiments in the City of Malmo.

In addition, this School of Education has an on-going research and

development programme which to a large extent is based on school

experiments in the Malmb region.

TYPE OF INNOVATIONS

A number of innovations have been introduced since 1962.

Most of them are in the curriculum area (our category 4), such as

training in study techniques, team teaching and work with variable

pupil groups, and the development of learning materials and cur-

riculum revision. They are either planned outside Malmd (and

adapted for testing by the Development Centre), initiated by the

Centre itself, or originate from the School of Education on the

basis of experiments initiated in Malmti. Examples of such projects

are: individualised mathematics teaching (INU), teaching methods

for German (UMT), learning studio, closed circuit television pro-

jects, an experiment in flexible pupil grouping, flexible timing

and team teaching (PEDO), new forms of practical vocational orien-

tation, compulsory music teaching, instruction by tape in typing

instruction, remedial teaching, expanded pupil co-operation in the

planning of the curriculum, and co-operation between pre-school

and lower level of the comprehensive school.

In the Institute of Educational Research there are at present

19 exclusively school-related projects which include material-

oriented projects, teacher-oriented projects, pupil-oriented pro-

jects and projects mainly concerned with the working environment

and organisation. In many cases they are evaluation projects of

the experiments initiated by the Development Centre, but independent

projects are also organised in the schools as direct research pro-

jects.

THE PROCESS OF INNOVATION IN MALMO

An important characteristic of initiative in innovation in

Malmd is that teachers take part, to a large extent, In the dis-

cussion of priorities and in the creation of projects. However,

the perso= who played the key roles in establishing the Develop-

ment Centre have probably also been most instrumental in the

126



creation of projects. In Malmb there are 200 teachers and head

teachers who are members of so-called subject-groups with the spe-

cific task of analysing problems relating to instruction in their

subject in the region and of proposing innovations within the

framework of the curriculum guidelines. This is probably the most

important source of information for problem identification in the

region. Until recently no other formal systematic problem identi-

fication has existed. Another important characteristic of the

planning is that all innovations are related to the overall objec-

tives of the curriculum. The new curriculUm of 1969 for compulsory

schools has to a large degree been influenced by regional develop-

ments. There seems to be agreement in Sweden at the regional level

that the objectives of the innovation process are to find new and

better means to meet the objectives of the stated curriculum which

is decided at the central level.

The plant-ong of innovation in Malmo is done by the planning

group and the experiment committee. It should be noted, however,

that Malmo has a network of international contacts which helps the

innovation process - in particular, contacts with the U.S. and

Britain have had influence, as well as contacts with other Nordic

countries.

The model for experiments in t,Ile Malmil region has a number of

similarities with our planning-research- and-development model and

with the general problem-solving approach, and is illustrated in

the figure following(92):

If one looks at the rather systematic process outlined in the

diagram, including the evaluation and revision, one would think

that this has a thorough, systematic, scientific basis. From the

discussion of Malmd, one observes that the researchers at the

School of Edwation have difficulty in evaluating the experiment

with traditional tests and evaluation procedures. To a large

extent the researchers have not been able to influence the planning

as they would like to have done and have too often readily accepted

the auxiliary role assigned to them. The experiments by their very

nature cover a number of variables and in many cases the researchers

fir:i it difficult to establish sensible evaluation procedures

which c.,ver all the relevant variables. In spite of this, a number

of important evaluations and recommendations have come out of the

experiments in Malmo.

The dissemination of regional experiments in a country with

central administration of educational planning gives rise to some

specific problems. A region is responsible for the dissemination
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of results from experimental settings to other schools in its own

region if the innovations can be interpreted inside the framework

of the curriculum. Innovations which do not fall into this frame-

work, however, cannot be implemented without a policy decision by

the central government. Problems related to regional development,

the relationship between regionally initiated experiments and

research and development from the Schools of Education, and the

role of research in the decision-making process will be discussed

in Chapter VII.

THE WETZLAR REGION

The case study of the Wetzlar region, partly a history of the

creation of comprehensive schools in West Germany, is another exam-

ple of a region governed by a strong administration, this time

represented by the State of Hesse.
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West Germany is a Federal Republic of ten states (LUnder) and

three cities (Hamburg, Bremen, Berlin), each divided into a number

of districts (Kreis). The district has a long tradition in Germany

as a political and administrative body, but its character has

undergone substantial changes. It is both a self-administrative,

political structure and at the same time the lowest level of State

administration. After the war the distinctions between the dis-

trict as a self-administrative unit and thc district as a unit of

the lowest level of State administration were redefined by law. A

district is governed by a Council and a Committee which takes care

of the day-to-day business and the administration is headed by a

Landrat who is responsible for both the day-to-day affairs

vis -a -vis a district council but also responsible vis-h-vis the

State government for State affairs.

An important development over the last few years has becn the

concentration of public administration,which means that the dis-

trict now has more responsibility which previously was carried by

smaller commures into which the district is divided. Also, a

transfer of responsibility for schools from the communes to the

district has meant a substantial increase in the power of the

district.

The district of Wetzlar has its own school administration, a

School Education Office which is responsible under thc Minister of

Education and Cultural Affairs in Hesse for education in the dis-

trict. The district has inspectors for each type of school in the

Kreis, and a School Psychology Department. The curriculum is laid

down at the State level and the School Inspectorate supervises what

is taught and the arrangements for teaching in the schools. By

law it is decided that before a major reform is proposed, approval

must be sought from the parents (District Parent:31 Councils) and

teachers (through their associations). It is only in very rare

cases that a district takes the initiati,e in innovation in Germany.

Also, in the case which is described in the study by 1:etzner and

Probst(93), Wetzlar did not develop the innovation by itself. It was

partly discussions and developments in the Land, and in Germany in

general, which led to the reorganisation of the secondary school.

The case study begins with a description of post-war Germany,

its progress in both the social and economic fields and the trouble-

some process of changing an outdated school structure into what was

hoped would be a better structure. Over a period of more than

20 years the debate about secondary school organisation has been
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going on irL ilermany. A number of recommendations from dif-

ferent unions, political parties and task forces have been made to

both the State and the Federal Government but the hard fact is

that very little has ,:hanged in m.et States during this 1:ericd.

It seems 71:21r, li_wever, that for :,eme few States in Germany,

reorganisation of the secondary school structure is now under way

on a full scale and the State of Hesse is in the forefront of this

field.

The first careful attempt at the Federal level to formulate

a policy for the reform of secondary education was the recommend-

ations submitted by a task force (Deutscher Ausschuss) in 1959 where

the tripartite structure was maintained, but with modifications.

The main argument used for not giving support for the skeleton plan

was that more research was needed before conclusions could be drawn.

In 1960 in Bremen and 1962 in Wiesbaden, working parties indicated

the need to eliminate the rigid tripartite system and facilitate a

"dynamic development of the school system".

In 1964 the Ministers of Education and Cultural Affairs of all

German States announced the Berlin Declaration which drew attention

to similar trends in other European countries and recommended the

creation of new types of secondary schools. The Declaration was

supported by the teacherst unions in 1965 and trade unions in 1966.

and a plan was drawn up for a systematic development of comprehen-

sive schools.

THE REORGANISATION OF THE SECONDARY SCHOOL IN HESSE

Before the comprehensive school developed, many States in

Germany, the State of Hesse being one of the first, introduced a

so-called orientation stage (Ebrderstufe) between the primary and

secondary school (covering grades 5 and 6). Instead of being

selected for either the Gymnasium, the Mittelschule or the upper

stage of the Volksschule, the students will be kept together in the

same school. Experiments at the orientation stage proved that the

arrangement helped to increase the number of pupils entering secon-

dary schools. However, the increase in enrolment in the academic

secondary schools (gymnasium) has been very small.

The comprehensive school idea grew of the orientation

stage experiments and also from discussions inside and outside the

country, and was particularly influenced by Scandinavian and

British reforms. The rigid vertically structured tripartite system

was to be replaced by horizontal divisions into successive stages.
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The general ilea of experiments in the 1950s was that they

should prove that the rcorgan:sation was better than the old sys-

tem. In many ways, since such evaluation results were .difficult

to obtain, the experiments delayed necessary restructuring of the

system and were used partly as a conservative mechanism.

In Hesse, the planning of comprehensive schools started in

1967, although a number of discussions had been going on for some

time before. A special law for introducing comprehensive schools

was establishes in 1968 which gave the districts the framework for

establishing comprehensive schools if "conditions so allowed". In

general the law wa3 widely accepL,d, with come protests which

maintained that the proposed measures had not been sufficiently

tested. It was also clear that the Christian Democrat Party and

the National Democrat Party were against a general clause fog

integrated comprehensive schools. Several teacher associations -

partieularly secondary school associations - were now against the

arrangements.

The tate Education Department continued with the planning,

however, and organised local planning groups consisting mainly of

teachers. it also established a central commission on the cur-

riculum and liaison arrangements with researchers in order to gain

information about curriculum research in other states. Most of the

work was aimed at creating new syllabuses, objectives, content and

methods for the new school.

Wetzlar was one .of the districts Hesse which agreed to par-

tici,ate in the comprehensive school reorganisation. Wetzlar was

ruled by a Social Democrat Party which was favourable to reorgani-

sation. (It should perhaps to noted that in England Leicestershire

County Council is largely Conservative - so too is Devon.)

The process was clearly political: in fact, the idea was

first established at a Social Democrat annual meeting in 1967.

The Minister of Education in Hesse gave his approval the same year

and the working groups mentioned above were established. Later,

the rayors of all communes were invited for discussions and agree-

ment was reached about the introduction of the orientation stage

and comprehensive schools. The Parents' Council, which has statu-

tory power, agreed to the reorganisation. To some extent a certain

economic pressure was evident since about 50 per cent of the costs

for school buildings come from the district.
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STRATEGIES FOR THE INTRODUCTION OF COMPREHENSIVE SCHOOLS IN

WETZLAR

1) Although a number of discussions and commissions were

being conducted throughout the 1950s and 1960s (also at the Federal

level) in practice very few States started a substantial develop-

ment in the direction of a reorganisation. The forces therefore

in West Germany to preserve a highly selective system were very

strong.

2) The process of reorganisation of secondary schools in

Germany was, as elsewhere, mainly political. Political bargaining,

endless discussions back and forth in commissions, slowly built up

a pressure favourable to reorganisation. Wetzlar, in Hesse, was

one of the many districts indirectly influenced by these processes.

3) The strategy in general was to establish a few experi-

mental schools, carefully controlled, which would prove the neces-

sity of reorganisation through comprehensive schools. It can be

seen in West Germany, as well as in other countries where struc-

tural reforms have been introduced through the same strategy, that

the use of experimental schools in this sense to a large extent

has been a conservative mechanism. In particular, the German

scientific tradition seemed to underline the necessity of hard data

before any policy steps could be taken, and this was a main reason

why structural reforms were delayed.

4) The real changes occurred as a result of political pres-

sur' and also by the use of economic control measures and the

transfer of power from the communes to the districts.

5) Also at the district level the same process of political

bargaining a.nd development through committees was the main strategy

for development. Also at this level the reorganisation was based

on the authority of "experts" and if possible supported by hard

data from scientific investigations.

The power of teacher unions in Germany dominated the strategy,

and educationists, senior teachers particularly, were used to plan

the introduction of comprehensive schools.

THE YOIK COUNTY BOARD OF EDUCATION

When we described the Ontario Institute for Studies in

Education (OISE) reference was made to the reforms in education

throughout the whole Province, particularly the reorganisation of
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the counties. In the early 1960s Ontario was decentralised into

small school boards. As from 1964, however, a gradual concentration

started. In 1969 the York County Board was created (on the basis

of the new statutes in Ontario) by tha amalgamation of the existing

six high school, fifteen public school boards and three schools

for the mentally retarded.

York County, situated on the outskirts of Toronto, has a popu-

lation of about 150,000 which is steadily increasing by about

12,000 over a four-year period. The southern part is "dormitory"

to Metropolitan Toronto. The county is divided into four educa-

tion areas for administrative purposes, each having about the same

number of students, teachers and schools. There are in all 94

elementar:, schools, thirteen secondary schools (grade 9 to 13) in

addition to three schools for the educable retarded and one secon-

dary vocational school. The revenues of the Board come mainly

from municipal taxes and provincial grants (51.7 per cent and

47.8 per cent respectively in 1970).

After its formation in January 1969 the Director of Education

presented a series of papers dealing with aims and objectives of

the York County and with ideas for innovative programmes. There

seemed to be general agreement about the Aims and Objectives which

the Board finally approved. Generally these provided for flexibi-

lity, maintaining different options in the system, giving high

priorities to the three Rs, fostering the ability to communicate

articulate/y, extending opportunities for gifted children, provi-

ding more support services: psychological, guidance, special

education, and integrating objectives so that there would be a

continuous programme from kindergarten to grade 13. The Board has

stated specifically that it wants to use incentives to keep up the

quality of staff and to involve teachers as much as possible in any

development work tliPt can improve the quality of teaching.

The administrative set-up in York has some interesting features

in that in the line organisation there are only four positions,

i.e. Principal, Superintendent of Area, Superintendent of Operations

and the Director. Many middle-range, line-associated positions

common to other boards of education have been replaced by staff

personnel (e.g. master teachers). There is great flexibility in

the organisation and a number of incentives which give teachers

and headmasters freedom to express their opinion and to participate

in decision making. As we have seen in other cases above there is

a trend towards "non-hierarchical" administrative structures. The
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change from "in:tneetors" to "advisers" is one such change. It is

important to consider whether this is merely a change of title or

a real change in function,

In addition, specific divisions of operations, planning and

j,velent (including a research office) have been set up,

together with an organisational development unit and a unit for

communications and information systems. These units - in parti-

cular the planning and development unit and the organisational

development unit - play an important part in the innovations which

are described in the case study by Loubser, Spiers and Moody(94).

TYPE OF INNOVATIONS

In its short history, starting from the work on Aims and

Ob ectives, the county has formulated, adopted, developed and

im;lemented a number of interesting innovations. For example, it

has developed four k'nds of secondary school, each in its.

own way different from the usual kind of school. The Thornlea

Secondary School(95) is a school with a number of-curriculum pro-

jects; another "School of Arts" will combine a basic academic

programme with specialised instruction (music, dancing, drama,

visual arts and commercial and industrial arts); another "hard

school" will emphasise self-discipline and a high degree of acade-

mic content. The latter is described as a "brand-new old-fashioned

school. There are a number of other innovations in the region and

the case study concentrates on three major developments which are

summarised below.

THE CURRICULUM COMMITTEES

One of the innovations described in the case study is the

creation of the curriculum committees. The committees represent

an attempt on the part of the Board to involve the teachers in

curriculum development. A number of committees have been estab-

lished representing different subject areas; they bring together

teachers from both elementary and secondary schools and strengthen

their relationships. The committees discuss means of improving the

evaluation of student progress, examine various methods of report-

!mnra7e the methols of judging experimental courses, improve

methods examlning and selecting text-boaks and other aids,
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advise in establishing guidelines for facilities and recommend

changes in matters important for the curriculum.

In many ways this programme is similar to the English subject

associations and the many local subject groups. English teachers

are heavily involved in the development of curriculum. Thus, the

curriculum committees in York are an innovation toward greater

teacher involvement comparable with tke situation in the U.K.

THE MASTER TEACHER PROGRATIME

The guiding philosophy of the master teacher programme is to

assist teachers in professional development in a non-threatening

manner. This is done by highly-skilled and experienced teachers,

called master teachers, though they have no formal (de jure) autho-

rity over the teachers when they assist. This is a departure

from the traditional inspectorate system which was formerly the

administrative mechanism for controlling the curriculum. The fol-

lowing criteria are used in the choice of a master teacher:

a) he should be a specialist in his subject field;

b) he should be resident in York;

c) he should be able to play a supporting role;

d) he should have a relatively junior position (administra-

tively) so that the psychological distance between his

role and that of the teacher is not large; and

e) he should be a practising teacher.

As a rule the teachers themselves request assistance when they

need the help of a master teacher. The master teacher's functions

are mainly in the area of instructional techniques and methods

rather than curriculum content.

THE ORGANISATIONAL DEVELOPMENT UNIT

The Director of the County Education Board became increasingly

aware that moot problems in an organisation stem from a lack of

communication among the people in various roles. Having done some

investigation he developed the idea of an "organisational develop-

ment unit" as an integral part of the organisation of a school sys-

tem. With some help from OISE a unit was established and a number

of projects have been carried out.

The major objectives of the organisation development programme

are(96):
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.rt!te An open, problem-solving climate throughout the

organisation.

2. To supplement the authority of position with the autho-

rity of knowledge and competence.

To locate decipion-makinc and problem-solving responsi-

bilities ao close to the information sources as possible.

A. To build trust among individuals and groups throughout

the organisation.

To maximise collaborative efforts.

c. To increase throughout the staff the sense that each

person's contribution is important.

In doing one's work to focus on the real needs of a

situation rather than on "past practices".

To increase the ability of work groups to control and to

direct themselves.

A !:umber of projects have been implemented with administrative

groups, teachers, business officers, secretaries, guidance person-

nel ani principals. In the opinion of many, this programme is one

of the greatest chance factors operating in York County and has so

far hal an impressive impact on the system as a whole.

TEE FROOEJS OF INNOVATION

The study of York County illuminates the relationship between

various innovations and the different processes involved. The

approaches to innovation vary considerably in an organisation that

is as flexible and "problem-solving oriented" as the York County.

No formal procedures or mechanisms are actually established, except

for the planninc and research department and the organisational

unit whose main objective is to facilitate innovations rather than

to plan and control the innovations which are introduced. Varia-

bility and flexibility therefore characterise the approach to all

stages in the innovative process.

Key problems in education in York County are identified with

the help of teacher groups, parent groups, school groups and poli-

tical bodies. In particular, the research office in the administ-

ration plays an important part in this process. It is set up to

design and conduct research, support committees, groups and

individuals wishing to undertake research and establish exchange

and supporting relationships with universities, OISE, Department

of Education and other agencies. However, it plays an important
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part in the identifieation of needs and priorities based on the

problems raised in discussions.

The various proposals for projects are fed to the Division of

Planning and Development which, in co-operation with the Admini-

strative Committee, formulates a proposal, At this point different

alternatives have been discussed. The Administrative Committee,

however, still intensively reviews possible alternatives before

the adoption of a specific proposal. In the case of county-wide

innovations the Administrative Committee and the Board of Trustees

are always involved. Consensus is sought since a project will

depend on the support and enthusiasm of all concerned.

Once the innovation is adopted it is usually implemented under

the supervision of the administration, depending on the nature of

the innovation. In the case of county-wide innovations, superin-

tendents of area contact principals, who inform teachers Of the

new practice. Specific field tests are sometimes arranged, espe-

cially for curriculum projects. (Obviously this is not possible

if the proposal involves establishing one or two specific schools

in a county.)

There is no single structure for the implementation of new

practices, although the Board has been moving towards a rationali-

sation of procedure.

Evaluation of the innovations is done informally but is con-

tinuous throughout the innovation process. In the case of

curriculum committees, for example, there has been little evalua-

tion, more so with the master teacher programme and the organisa-

tional development programme. Generally, the evaluation of pro-

grammes is expected to come from those most involved in them,

e.g. the classroom teacher who should benefit from the master

teacher programme.

In general, it is felt in York County that innovations should

proceed from the "bottom up". This has been the main impact of

the reorganisation of the county and the introduction of the pro-

grammes described above.

The most interesting part of the York study is that the York

County Board has consciously promoted an atmosphere in which inno-

vation is considered desirable at all levels in the system. At

the same time, there is a strong commitment to careful planning and

participation in the process, and although evaluation has not been

done in a formal sense, most programmes have their built-in feedback

mechanisms. Another interesting feature is the selection of staff

for the purpose of improving the system. The Director here has
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played a key role. One important strategy has been to give the

specific divisions of the Educational Administration a key role in

innovation. In all cases where careful planning has been under-

taken the Roard has always made adequate financial provision for

innovation.

Prom the very beginnirig, by working in accordance with the aims

and objectives of education in the county, the Board has been open

to change and to new ideas from both within and outside its own

system.

SUMMARY ANALYSIS OF INNOVATIVE REGIONS

CONTEXTS

Each of the regional levels described in the case studies

represents the chief responsible educational administration between

the national level and the schools (though in the case of Wetzlar

there are also smaller units, communes, with very limited mandates),

The regions differ in terms of their responsibilities. They

are part of national administrative systems which have delegated

more or less lecision-making power to the regions. The degree of

authority determines the potentiality for action. We f'nd it

therefore necessary to examine in some detail how fa- :1,e different

regions can formulate policy, adopt new policies and develop and

implement innovations.

01±JECTIVES AND FUNCTIONS (Category 1)

The formulation of new polices in this field, that is,

changing the functions and objectives of the school system in its

broader social and economic context, is a responsibility of the

Government in all cases. This is true also in the U.K. The case

of Leicestershire (and Devon) shows that the new comprehensive

school reform was, requested by the Labour Government after a rather

long "nrog-am!:. the nation: Je.:el. The

formulation of this policy at the grass roots level, so to speak,

was in this case initiated by the Director of Education in the

region. The region therefore had an important role to play in the

onerationalisaticn of the new objectives at the stage of policy

formulation.

In Yalmo and Wetzlar the formulation of policy in this category



is by statute the responsibility of central Government (the State

of Hesse, in the case of Wetzlar). The adoption of the policy is .

secured by national (state) laws, There is no clear example in the

case study of York V which to julge the influence of the region in

the formulation of p0Beni reanlintg innovations in this category.

In general, however, the regions of Ontario are dependent on the

Provinsial laws which lay down the general framework.

All regions are actively engaged in the development and

implementation processes but they differ in their approaches and

procedures (see below).

ORGANISATION AND ADMINISTRATION (Category 2)

All regions are involved in some activity in this category.

In the case of Devon and Leicestershire policies are formulated in

this area. Thy' Ministry has veto power, however, and also financial

power. The same is true in the case of York.

In the case of Malmb and Wetzlar the organisation and admini-

stration of schools s laid icwn by central regulations. In all

cases the regions are actively engage,: in the development and

implementation process (see below).

ROLES AND ROLE RELATIONSHIPS (Category 3)

There are few innovations in this category, only York being

actively engaged in this area, apart from some activity going on

in 'almo. The same decision-making structure is apparent as for

category 2'.

CURRICULUM (Category 1)

All regions have some activity in this category. In England

and Wales the regions and even the individual school have full

authority over the curriculum (see definition Chapter II). As far

as evaluation is concerned the responsibility is partly external

to the region (e.g. universities), in terms of secondary school

examinations. With this limitation (which is obviously a powerful

steering mechani.;r) the schools, in co-operation with the regional

authorities, have responsibilities for policy formulation, adoption,

development and implementation. The decision-making structure in



Ontario is much the same, the region playing an active role in the

development of the curriculum. This seems to be more a matter of

practice and tradition than statute.

In Wetzlar the parents and the teachers by statute have veto

power regarding any innovation in curriculum. In Malmb this is

not the case.

All regions are actively engaged in the development and

implementation of innovations in the curriculum (see below).

As we have seen in the descriptions of the innovation pro-

cesses in the regions, the managerial groups (the Director of

Education and his education officers) differ in their relationships

to public interest groups and professional groups. These differen-

ces to some extent determine the direction and quality of the

process, particularly the initiation of innovation.

In Malmb the Director and his staff is the key group in the

initiation of innovation. The managerial group uses teachers and

researchers mainly as advisers in the process, and as collaborators

in the development work. The public is represented in the Board

which adopts or rejects innovations. (Their responsibilities are

again laid down by law.) Also'in Wetzlar the managerial_group has

the main initiative, and teachers are used in much the same way as

in Malmb. In both cases teachers are deeply involved in the pro-

cess. In Wetzlar, however, also the parents play an organised role

in the adoption of innovations.

In the cases of Leicestershire, Devon and York one can observe

a different relationship between the managerial group and the pro-

fessional grou. The latter seems to have more power, influencing

policy formulation, adoption and implementation more directly.

This does not mean that the managerial group has little influence,

for it is in fact clear that this group has taken the initiative

in all the major innovations described; but their relationship to

the professional group is more of a non-directive type. The public

mainly influences de,:isions through the County Council, apart of

course from numerous informal activities of local pressure groups

(see, for example, case study of Devon)*.

TYPE OF INNOVATIONS

The innovations referred to in the case studies probably

reflect the state of development in education in the country in

* Participation in decision-making will be discussed in Chapter VI.

140



general. Sweden has gone through a long process of restructuring

lower secondary education and most of the innovations in Malmd are

therefore concentrated on the teaching-learning process. Ontario

is in much the same situation, but the innovations in York reflect

a somewhat broader perspective including major innovations also in

organisation, administration and in role relationships. The U.K.

is in the middle of a reorganisation of secondary education, and

the main area of concern has been innovations in category 1

(objectives and functions). This is true for both Leicestershire

and Devon. Some activity is going on also in relation to the cur-

riculum and to administration and organisation.

Wetzlar has not so far introduced new structures in secondary

schools, but is planning such innovations (category 1).

In all regions, of course, innovations are taking place also

in the primary school, and in adult education. The above-mentioned

innovations, however, represent the largest and the most typical

ones.

THE PROCESS OF INNOVATION

The process of innovation is to a large degree determined by

the relationships described above. It is of interest to see how

effectively our P-R-D-D model of innovation can explain the process

as studied in the regions. The following factors seem to be

crucial:

a) Linkage: Educational regions play, by nature, a

middle man role. Although they sometimes take leader-

ship and initiative, they are small units and have

small resources for innovation and therefore they try

to link outside resources with internal resources.

In the case of Malmd, contacts with the School of

Education give up-to-date knowledge about research

and innovation. In the case of York, the same is

partly true of the contact with OISE. Leicestershire

and Devon are not formally linked to any research

institution but adopt and adapt developments from

sources such as the Nuffield Foundation, the Schools

Council and nearby university departments of education.

Wetzlar relies only marginally on outside experts but

takes note of experiments going on elsewhere in Germany

in it.; own planning. In all regions, an impressive
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amount of informatics is gathered from conferences and

seminars and systematic reading of journals and reports.

In all cases, new educational philosophical ideas and

development projects from outside have been one of the

most critical factors in the innovation process.

Internally every region has established links with its

schools. The relevant sources can therefore be sum-

marised tinder the headings of outside innovative

educators, reports and innovative products, teachers

and headmasters in the region, and to a limited extent

(except for Malmd) research.

b) Problem identification: Usually one of the key persons

in the regional administration has been the initiator of

innovation. When the idea is formulated and adopted,

usually teacher groups are heavily involved in the

operationalisaticn of the idea. Except for Malmd and

York, where teacher groups have worked systematically on

objectives, the problem identification phase is unclear

and unsystematic. The "problems" are usually defined

without the use of any systematic techniques. Rarely

do the regions initiate innovations of a more long-term
nature.

c) I;egotiation: As seen above, the managerial group has the

main responsibility in the planning of innovations.

Usually, however, c;-nflicts arise and careful negotiation

processes are managed by the key education officers.

Local interest groups, public or professional, are usually

also influential. The negotiation process can be seen

as a political process where different interest groups

defend their positions.

t) School-based developments: Except for Malmo, and partly

York where special resources are available inside the

region, the innovations are developed by the teachers,

usually in the schools themselves (mainly in the area of

the curriculum). The managerial group normally plays a

Service role in the development phase (through advisers,

research staff, information services, etc.). The develop -

ment process is largely dependent on teacher input,

howe-;er, and even if outside material is often adopted or

adapted, teachers themselves construct much of the material

in the innovations.

e) Evaluation: In most cases, evaluation in a formal sense
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is non-existent. To some extent it is developed in Maltn

and York. Until now there have been no serious doubts

about this from the Boards or the funding sources. One

would think that the responsible Boards would soon ask

for results, or ask whether the innovative practice is

working according to expectations. There is more concern

in York and Malmb, for example, about the problem of

evaluation, but no solutions have yet been found that are

likely to improve the situation drastically. Since prob-

lem identification and the formulation of objectives is

weak, evaluation consequently cannot be strong. If one

expects formal evaluation, therefore, one has to set up

a more systematic innovation process, which st far has

been only partly developed in one or two of the regions.

f) Implementation and dissemination: All regions have

responsibility for the implementation of innovations in

their region. In fairly centralised systems (e.g. Sweden

and Hesse) dissemination of innovations to other regions

is in the hands of the central (state) government. In

such a situation the central authorities can interpret

the "results" of the experiments as it suits general

policies: that is, they can disseminate to other regions

those innovations which fall within the framework of the

accepted objectives. In some cases the regions have felt

that those innovations which have been disseminated have

not been adequately developed, and in other cases that

more important innovations have been overlooked. In

fairly decentralised systems the problem is that very

little is disseminated to other regions, or is even known

outside the development group. The result is that a

number of ideas, experiences and products are lost (see

further discussion Chapter VIII).

The above analysis demonstrates that the process of

innovation as described at the regional level has few similarities

with the P-R-D-D model. In fact, none of the assumptions under-

lying the model are valid at this level. It is not a "rational"

process, not a systematically planned and sequential process, and

frequently there are conflicts about the direction of change. in

the case of Malm6 the P-R-D-D model, looked upon as an ideal,

is so far only partly adopted (for example, in curriculum innova-

tions). We have not been able to differentiate clearly between

different types of innovation and the way they are "processed".
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In general, however, the more professional involvement (in parti-

cular in curriculum innovations) the more systema.tic the process

and the closer to a problem-solving approach.

Going back to our definition of innovation in Chapter II, we

can ask if we are really talking about innovations or only about

change with no qualifications of objectives and results. In our

opinion, this, is essentially both a matter of precision in the

formulation of objectives and a matter of validity (i.e. are the

innovations worthwhile in relation to desired objectives?).

The innovations started because the managerial group (in most

cases), through informal contacts, discussions, negotiations and

reading, has come to the conclusion that an initiative is necessary.

This is certainly not based on precise methods or a systematic

identification of needs. But is it adequate?

This raises the question of whether a higher level of preci-

sion is desirable or necessary. In the area of curriculum inno-

vations, commonly seen as a matter of professional judgement, a

higher degree of precision is often necessary. Innovations have

tended to be based on rather loose optimism about reform (see

Chapter IX), and the results are often discouraging. The interest-

ing fact is that in this category only very seldom is an innova-

tive idea (with planning and seriously staged) discussed with

parents or politicians. It is left to the professionals. For

example, the necessity of "modern" mathematics is seldom questioned,

and seldom does anyone try to find out precisely what this innova-

tion will do to the children and the teaching-learning process.

The questions and doubts often come afterwards, when it is diffi-

cult to change direction.

In a series of innovations, however, it is quite clear that

the problem is not one of higher level of precision at the stages

of problem identification and policy formulation, but rather the

opposite, at least from the point of view of the managerial group.

Clarity would divide the already divided interest groups and some

sort of compromise, often secured by rather vague formulations, is

a useful tactic(97).

One would think that in the long run such tactics would not

be wise. Where clear differences of interest exist, one would

think that lack of clarity would only postpone a crisis. The

alternatives are, either a clear-cut political strategy or a much

longer planning phase, with greater involvement of all interest

groups. This would possibly bring into the open some of the unneces-

sary conflicts and hopefully clarify some issues that could form a
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basis for action (the normative-re-educative strategy).

STRATEGIES FOR INNOVATION

Systematic research and development (except for Malm6) is not

the basis for innovations at the regional level. Other empirical-

rational strategies, however, may be used. Selection of personnel

is one instrument which all regions use for innovative practices.

It is used openly in Leicestershire, York and Devon (see Chapter VI).

One key element in regional strategies is the use of informa-

tion and outside experts in the process. This expertise, however,

is usually controlled by key figures in the educational adminis-

tration and tends to be used to support existing policies.

The change from the use of inspectors whose main function is

to control classroom practices, to the use of advisers, is an

interesting change from a political-administrative strategy to an

empirical-rationa) and normative-re-educative strategy. We have

not been able to compare the situation in the regions, but parti-

cularly in the case of York it seems that this change is looked

upon in the region as a real innovation which has had an important

impact on the relationship between teachers and the managerial

group. The change from inspectors to "advisers" in Leicestershire,

and to "consultants" in Malmb, has had similar effects. This

change may be looked upon more as a change towards normative-re-

educative strategies than to empirical-rational strategies, since

the objective is to improve the problem-solving capability of the

schools.

Of special importance, however, is the function of the region

as a "middle man" in innovation, using linkage as a main strategy.

This is an essential part of a "knowledge-utilisation-process",

and an empirical-rational strategy.

The regions use this function aF a basis for negotiation

between interest groups. Particularly in the formulation and

adoption phase the process can best be understood as a political

process, whereas the development and implementation process is more

a professional and managerial process in which empirical-rational

strategies are particularly important.
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Chapter V

INNOVATIVE SCHOOLS

The schools which were chosen for this study, Oslo Experi-

mental Gymnas, Tapiola School (Helsinki), R$dovre Experimental

School (Copenhagen), Countesthorpe College (Leicestershire) and

Thornlea School (Ontario)*) were not chosen because they have been

identified at any time with a particular innovation. The reason

for their choice was that over a number of years they had been

continuously able to improve their own practice.

The description and analysis of the process of innovation

lies at the heart of the case studies of innovative schools.

This is the basis for identifying critical elements in the process,

in order to understand how a school can "learn how to learn", or

for establishing procedures, relationships and practices which

enable the school to learn from successes and failures. The pro-

cesses will be validated against our P-R-D-D mode/ to see whether

different innovations can be processed according to the model.

The schools differ in terms of their objectives and functions.

These differences will be studied in terms of their importance for

innovative activities.

The internal management of the school is a matter of parti-

cular interest, and this will be described. Leadership styles and

participation in decision-making, however, will be analysed in a

separate context (Chapter VI).

The relationships between the school and its environment also

have an effect on the process of innovation. Two aspects in par-

ticular will be considered:

1) The involvement of parents and community resources; and

2) The external constraints which form the framework for

innovative activities (administrative regulations, laws,

examinations).

*) See Annex I.
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EXPERIMENTAL GYMNAS TN OSLO (Ea)

The Experimental Gymnas in Oslo has an extraordinary history -

at least from a Scandinavian point of view. In 1966, three young

high-school students in the academic gymras in Oslo, dissatisfied

and frustrated by the traditional school, started a campaign tJ

establish what they called a "free gymnas". They sent a letter

of invitation to all students in Oslo, as well as to the ministry

of Education, proclaiming the value in establishing a free gymnas

that would not be burdened with all the constraints and problems

which they felt a traditional school had,

Tha Norwegian upper-secondary school is divided into different

streams, the major one being the academic stream to which about

per cent of the students belong and which awards the university

entrance certificate, The other secondary schools are different

types of vocational and technical schools, some of them also lead-

ing to stdies in higher education(98).

The students who were protesting against the academic school

were frustrated by the traditional objectives, content and methods

the school. the authoritarian system, the control they felt

from teachers, from the examination system and from the role

relationship of teachers and students. They wanted to plan a

school with new objectives, with a democratic management where

:Ituients were involved, a school with modern methods and control.

They did not want just to establish a new school: their objective

was to change the entire high - school system in Norway. They

warted a school where teachers and students were treated as equals,

where students themselves, together with teachers, could shape

their learning situation, where every individual could decide his

learning programme, and where decisions were taken by all involved

in the school on equal terms.

I.eactions to the student initiative were quite impressive.

Working groups were set up and radical teachers participated in

the planning of the school. From the start, however, there were

obvious differences about how they should proceed. Some felt

that the new school should pay more attention to human values

while continuing more or less within the same framework. Others

felt that this was impossible without a real change of power in-

side the school itself. The real discussion point was therefore

whether students themselves should have a decisive role in the

school. or whether they should only have a say in specific



"student" matter:, an in other Norwegian high schools. Those who

wanted the students to be involved at an equal level went on with

their planning while some of the others left the "movement". A

formal proposal about the establishment of this school was sent to

the Ministry but the working group had to review it several times

before they were able to convince the Ministry that the school was

a desirable experiment.

Hauge(99) in his report gives an interesting history of all

the difficulties before the school was established: in particular

he states the difficulties in getting the school adopted by the

Ministry as an ordinary school. Finally, however, the school was

given the status of a private school without the right to manage

examinations and therefore all students had to take examinations

as private students, a procedure which usually entails harder work

than for traditional students.

It is interesting to note the differences in opinion about

how innovations in a Norwegian gymnas should occur. The respon-

sible people in the Ministry and the Gymnas Advisory Council

(Gymnasradet) felt that a number of experiments which were being

planned just at this time within the traditional gymnas offered

the best strategy for innovation and reorganisation of the gymnas

The student group, however, felt that it was impossible to change

the gymnas inside the old framework. They were inspired by "free

schools" in other countries, like the Bernadotte School in Denmark

and Summerhill in England.

Soon the teachers' union which for a long time had asked for

more innovation in the gymnas found that they could not partici-

pate in this particular experiment. A tough political debate

followed. The Ministry, representing a Conservative government,

declined to support the school, and as a result the community of

Oslo, which had a Labour government, chose to pay all the costs of

the school.

The school started in poor buildings and with outdated equip-

ment, but the students and the teachers, despite this difficult

beginning, were determined to prove that their school could still

succeed. Students were selected from all over Oslo, and the case

study shows that there were marked differences in the social back-

ground of the students, compared with those attending other

sohools(1',1. Even so, students from academic homes were over-

represented (as to some extent in many other gymnas in the Oslo

region).
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Teachers from the traditional gymnas were not particularly

eager to work in the school, partly because the school was so un-

taditional, and partly because it was a basic principle of the

school that the students would have a large say in what went on.

The teachers were anxious also because the posts were all short-

term and did not offer the normal security of tenure.

The stated objectives of the school are of interest(101):

"The objective of the Experimental Gymnasium is to gather.ex-

perience which can change the present school system. The objective

is also to be an alternative to the existing gymnasium."

In a more detailed definition .of the school's duties it was

also said:

"1. The activity of the school shall be planned in such a way

that it serves the personal growth and development of the

pupils in the broadest possible way. This means:

a) extensive pupil democracy

0 respect for the freedom of the individual and his

responsibility

c) the introduction of elective subjects outside of the

curriculum

The teacher is to be the expert and counsellor, but shall

not act authoritatively.

Emphasis is to be placed on co-operation among the pupils

mutually, between pupil and teacher and among the teachers.

Experimental activities are to be engaged in as much as

possible on groups of subjects, the integration and co-

onlination of subjects, of classes, of school hours and on

the division into groups.

5. The experimental activity must also aim at achieving other

forms and norms for t,le evaluation of knowledge in the

final examinations than these now valid."

The school ha proved to be creative. Everyone in the school

stresses the importance of the school being in continuous change,

tryin,7 to achieve the best possible solutions in relation to its

objectiveo. It is particularly important to stress that each year,

to a large extent, the new body of students in the school is in

practice able to change the learning process inside the school.

It mufrt be noted, however, that the school is Obliged to com-

pete with other schools in terms of tie final gymnas examination

which is the entrance examination to universities. To a large ex-

tent also it has to follow the traditional curriculum since this

is the basis for the final examination.
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TYPE OF INNOVATIONS

The most important innovation in the school is that concerned

with the school democracy. The General Assembly, where all students

and teachers are represented, is the decision-making body in the

school. This body controls all activities and all decisions are

taken on the basis of "one man, one vote". Teachers as well as

students can meet and they have equal freedom to talk and express

themselves. Yhe Assembly is managed by a group of five - four

students and one teacher - who are chosen for one semester. They

take the chair at the meeting (two at each meeting) which is held

once a week.

The Council is the school's executive body directly subordi-

nate to the General Assembly. It has all the authority which tra-

ditionally the principal and the teachers' council have in a normal

school. It is composed of four students and three teachers, the

school principal and a representative of the parents. Everyone

who wants to sit in at the meetings of the Council can do so. It

is closed only during discussions of personal problems.

The principal is responsible for the practical management of

the school. Direction on the principal's tasks is given by the

General Assembly and the Council. He is chosen by the General

Assembly and this position rotates among the teachers. Until now

the principals have held office for two-year periods.

The school is also engaged in other innovations such as the

integration of subjects; experiments in computer sciences, flexible

grouping systems, the use of students '.13 teacher assistants, and so

on. The most important innovation, however - the school democracy -

cn which the whole school is based, is the main concern of the case

study where the student-teacher evaluation of the experiment is

dealt with in detail.

THE PiUCES:'. OF INNOVATIOP1

The process of innovation in this school cannot be understood

by our P-1,--r-1-1 model. The school emerged essentially from the de-

bate over control of education and of educational innovation. To

a large extent power-coercive strategies were used on both sides

at3 heavy political pressure was applied before a final decision

was taker.. (The Xinister even put a vote of confidence before

Parliament on the issue.)
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The process of continuous innovation in the school, the in-

ternal process, is very different from the P-R-D-D process and

can best be understood as a normative-re-educative approach where

full involvement of all parties concerned is in the very nature

of the activity.

1. Decisions are taken by all concerned and there is no

hierarchical structure typical of other schools.

2. Initiative for new innovations comes from anyone in the

school and arises mostly out of informal discussions.

The new student intake each year often provides the input

to these discussions but contributions also come from out-

side, particularly in the form of theoretical or philo-

sophical influences from individuals and experiments in

other countries.

3. The most typical element in the process is the openness

to innovation in that problem identification occurs in

an informal dialogue among all those involved, and free-

dom of expression is an essential element in this dia-

logue.

4. Planning of new innovations is undertaken by working

groups set up by the General Assembly and is generally

an internal process, though sometimes there is expert

assistance from external sources.

5. Evaluation in any formal sense is not intended. However,

a number of reports on the school have been issued,

usually on the initiative of either the community of

Oslo, which provides the funding for the school, or re-

search bodies at the university. The evaluation which

is favoured by the school is an informal assessment of

everyone involved, both during the process and after

innovations have been carried through.

There is no formal dissemination of the results of the school.

Obviously, however, it has influenced the discussion of innovation

in other Norwegian secondary schools, and similes: schools have been

created in Gothenburg, Copenhagen and the neighbourhood of Oslo.

TAPIOLA SCHOOL, FINLAND

The case study of the Tapiola School(102) is a description

of the process of innovation in a school which originally was de-

signed for educational innovation. It is situated west of Helsinki
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in an area which wa.: ut in 1'4'. r advanced planning at

the initiative six large ,,rganisaticns. In this milieu

f advanced social planning a gymnas(1 - r the acad-mi high

sch..1 leading t..7: studio:, in the universitis was designed. As

:s .,sun: f r thin = arti'lar tyh, I. :-tuclent are

un the basis of their academic achievemtnts in the ,!uniur se,ondary

school. The main selection appears after the 4th grade in the ele-

mentary school.

The area in which the school is situated is by no means re-

presentative of Fin:and. It consists mainly of upper-midd:z' class

homes with a basically academic background. From the very start,

therefore, the school has had considerably greater resources than

those of most other schools in Finland. It is also a private

school - the most common type of secondary school in Finland

where most of students' fees and other costs are borne by the State

as is the case for all private secondary schools.

The State, through its Ministry of Education, is responsible

for curriculum guidelines and control of education. The school is

controlled through the Ministry of Education, the National Board

of :;chools and a regional administration.

'PIPE OF INNOVATIONS

The innovations which have been developed in the school are

mainly concentrated around curriculum developments in different

subjects, using new methods and materials. To a large extent this

has meant the creation and use of individualised learning material

and to some extent also the integration of subjects. Many of these

programmes are now widely known and used throughout Finland - es-

pecially the programme in music and art instruction. Basically,

however, the innovations rave been adapted or adopted from other

countries - mainly the ul,itpa States, England and Scandinavian

countries. They are not, therefore, new in any sense except that

they were new to Finland when they were selected for experiment.

STRATEGIES FOR INNOVATION

1 A Board representing the (:ommunity, industry and other

interest groups outlines the general objectives and

principles for instruction in the school. These have to

be approved by the Minister of Education.
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in an area which was picked out in 1952 for advanced planning at

the initiative of six large social organisations. In this milieu

of advanced social planning a gymnas(103) - or the academic high

school leading to studies in the universities - was designed. As

is usual for this particular type of school, students are selected

on the basis of their academic achievements in the junior secondary

school. The main selection appears after the 4th grade in the ele-

mentary school.

The area in which the school is situated is by no means re-

presentative of Finland. It consists mainly of upper-middle class

homes with a basically academic background. From the very start,

therefore, the school has had considerably greater resources than

those of most other schools in Finland. It is also a private

school - the most common type of secondary school in Finland -

where most of students' fees and other costs are borne by the State

as is the case for all private secondary schools.

The State, through its Ministry of Education, is responsible

for curriculum guidelines and control of education. The school is

controlled through the Ministry of Education, the National Board

of Schools and a regional administration.

TYPE OF INNOVATIONS

The innovations which have been developed in the school are

mainly concentrated around curriculum developments in different

subjects, using new methods and materials. To a large extent this

has meant the creation and use of individualised learning material

and to some extent also the integration of subjects. Many of these

programmes are now widely known and used throughout Finland - es-

pecially the programme in music and art instruction. Basically,

however, the innovations have been adapted or adopted from other

countries - mainly the UnitPd States, England and Scandinavian

countries. They are not, therefore, new in any sense except that

they were new to Finland when they were selected for experiment.

STRATEGIES FOR INNOVATION

1. A Board representing the community, industry and other

interest groups outlines the general objectives and

principles for instruction in the school. These have to

be approved by the Minister of Education.
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Th., Beard an select the personnel for their schools and

they have deliberately tried to attract "progressive

teachers". They also appoint the headmaster, who is

&norally in .charge of the daily management of the school.

The Board gives financial support to the school, most of

the expenditure being reimbursed by the State,

1. Since the Board represents a community which is, by its

very nature, interested in progressive social experiments,

it provides various incentives for innovation, but these

are within a framework of the acceptable objectives as

determined by the community.

The process of innovation in the school is determined

mostly by the headmaster and teachers.

The planning of innovations is done by teacher groups

elected by the teaching body.

In most cases the ideas. for projects have come as a

result of extensive travel and information gained from

outside. The senior teachers and the headmaster are

very well informed about innovations going on elsewhere.

The climate of the school is basically favourable to

innovations and it might be said that there is a social

pressure to "behave innovatively".

The school uses payment as an incentive to teachers for

innovative work.

When there are disagreements about objectives, negotia-

tion processes are used to settle the matter. The school

is run basically in a traditional, partly authoritarian

style.

11. There is no formal evaluation of innovations which are

mostly initiated by teachers, developed by teachers and

evaluated by themselves. The only form of evaluation is

the yearly state examinations which measure the achieve-

ment of students.
1 Dissemination of the results of the school's work has

been going on fn" a. long time through production of text-

books, participation by the teachers in conferences and

seminars, and through the mass media,

THE BODOVRE SCHOOL

Compared with other European countries, Denmark has so far
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been among those with a relatively short compulsory period of edu-

cation, covering the age range 7 - 14. At the same time, however,

there has been a strong tradition, on a non-compulsory basis, for

further school education, which is reflected by the fact that about

99 per sent of the pupils in classes 8 and 9 continue on a volun-

tary basis at present. In 1973 ,ompulsory education will be ex-

tended to nine years for all children.

During the 1959s, as in other Scandinavian countries, interest

in experiments and innovation was quite considerable. The town

architect in R/dovre, a suburb of Copenhagen, put forward his idea

of establishing a "youth town' in which young people could be in-

structed in problems connected. with occupations and civics. The

idea received support in many circles, including the Ministry of

Education.(1o4) Both Sweden and Norway were heavily ,:rigaged in

.xperiment,i with nino-year compulsory scheols. For Denmark this

lc.ked an ideal experiment, more or less a "laboratory" for the

planning of th,* "youth stage" cf schooling in Denmark. Several

schools were, however, already at that time working on educational

development in olaose:i 9,9 and 19, among others the Copenhagen

Municipal Experimental School, Emdrupborg, and thus contributed

to a morn practical and fruitful form of instruction in the upper

classes.

After committee work and a 'public report a Bill was passed in

1964 in Parliament setting out the following objectives for a State

experimental centre(1,75):

"1. To test and evaluate the propsed plans for the 8th to

19th forms.

2. To formulate and develop new ideas and viewpoints for

instruction in the 8th, 9th and 19th forms.

To give orientation and instruction within fields utside

the riirary curriculum cf the "folkeskole" as e.g.

1..anking, insurance, communications and family economy

aspects which had been developed in the "Youth Town".

4. To act as a course centre for teachers employed in

teaching 8th, 9th and 19th form pupils."

in order to carry out the first two points of the plan for the

school it was decided to construct a training school in connection

with the rest of the buildings in the Youth Town (cf. Point :')).

A ...:Bern schTol was designed with an up-to-date library, an

audio-visual section and other facilities. Curriculum plans were

drawn up to give an optimal chance for experimentation and teachers

were recruited the basis that they would get some reduction

(three hours per week out of 24) for innovative work, as well as
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a higher salary as compensation for planning meetings and the

writing of reports.

Students were recruited from a larger area than usual, cover-

ing most of suburban R46dovre. They were selected not only on in-

telligence but also according to their interests, and the school

in fact tried to establish a "normal" pupil enrolment.

There is a supervisory board which looks after the activity

in the innovative centre, which also covers the experimental school,

It is composed of representatives of the workers' and employers'

organisations, industry, commerce, parents, the scientific and

educational institutions and the Ministry of Education.

The Ministry of Education has a direct link with this par-

ticular school, and the principal, through the school board, is

directly responsible to the Directorate in the Ministry concerned

with "Folkeskolen"(primary and lower-secondary schools). All plans

have to be approved by the Ministry which also finances the school

(i.e. the school is a State school).

TYPE OF INNOVATIONS

The school is basically involved in all types of innovation

concerning curriculum development (Category 4). Most projects are

common to a majority of the teachers in the school and they work

largely as a team in all projects. All projects serve the aim of

investigating possible alternatives in the framework of the cen-

trally designed curriculum plans, and therefore they are concerned

w ,h the content, methods and organisation of instruction which

give the individual pupil the best conditions for developing his

special abilities and interests. This attention which surrounds

the participants as human beings participating in the educational

development work - pupils especially but also the teachers - is a

decisive and central aspect of the work in ROdovre.

Examples of projects are: flexible groupings, individualised

instruction based Jr-1 material developed mostly by the teachers

themselves, a rotation system which enables students to become

acquainted with all the optional subjects, inter-disciplinary

activities (particularly within the practical creative field) and

team teaching.
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THE PROCESS OF INNOVATION

In the early days of the school teacher groups were estab-

lished to analyse the objectives of the school as they might be

operationalised in different school programmes. Very soon in-

dividualisation became a key concept in the planning of the school.

The Director and educational adviser undertook several trips

abroad in order to acquaint themselves with the latest inter-

national developments.

Throughout, the staff has been a rather small group, not

more than 15 - 2n, who have thus been able to work closely toge-

ther on the development of common objectives and procedures. In

addition, every week the Rector has regular interviews with indivi-

dual teachers during which problems of development are discussed

thoroughly. In the course of a school year the staff has 3 - 4

planning days. The school has on one occasion supplemented these

scattered planning days with a whole week during the holiday

period for thorough discussions of the general lines for develop-

ment.

In most cases the Rector himself takes the initiative for

new projects. He has an educational adviser who also initiates

new projects. The management group(106) (the Rector, the Principal

and an educational adviser) meets every week to discuss policy

problems. From these conferences a number of ideas and initia-

tives are produced. All the time, however, the Rector and the

rest of the management have extensive talks with the teachers about

their ideas and only through these dialogues are new projects

accepted. The teachers consider that the initiatives and help

from the management group are an important and valuable support

in their work and welcome even more initiative frog this particu-

lar group. it should be emphasized that the weekly teachers'

meetings, plus the subject group meetings, play a central role

for planning as well as ca- operation concerning the instruction.

Typical of this school is the fairly close connection with

developments in other countries, mainly by travel and meetings

abroad. This has had a great impact on the direction of the

innovations. In addition, official links are established with

the Royal Danish School of Educational Studies (DSE) in Copenhagen

which also has its own research section.

A particular project is therefore initiated by the manage-

ment group, approved by the teachers, discussed thoroughly in
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subject groups over a long period and sent to the Ministry for

approval. The Ministry usually gives its approval and is also

generous with funding for innovative projects.

In most projects during this process half of the teachers

are actively involved while the rest passively give their support.

A few may withdraw from discussions but in most instances team

work is the standard pattern. Openness and frank discussion in a

friendly atmosphere is a typical aspect of the innovative climate

in the school.

Evaluation of projects is seldom done in a formal and re-

stricted sense. Most of the projects have been "successfully

implemented" and usually the teachers, along with the management

group, evaluate the success or failure of the projects. A few

projects have not been carried through but none of these is vital

for the implementation of the main objectives of the school.

There are links with the research institute in the DSE but they

have not been utilised to any extent.

The question of the success or failure of this particular

school has to be looked at in a much broader perspective than

project success or project failure since the school as an insti-

tution is set up to prepare for the development of the nine-year

comprehensive school. The question should therefore be whether

the school has been able to prepare a basis for the nine-year

comprehensive school in Denmark, and if it has been able to dis-

seminate its results so that they may be used in other parts of

Denmark.

No formal evaluation of this sort has been done. However,

dissemination of results has been encouraged, and teachers have

participated regularly in in-service training courses for other

teachers, giving lectures and disseminating material. Further-

more, a number of contacts throughout the country have been made

by the management group as well as by individual teachers.

The outstanding feature of this school is the on -going team

work with more or less all teachers involved in planning, develop-

ment, "evaluation" and dissemination. This team work penetrates

the whole atmosphere of the school and is probably the one factor

which explains the success of the school in improving its own

practice on a continuing basis.
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CnNITSTHORPE COLLFGE

Countesthorpe College is one of the innovative secondary

schools in Leicestershire(107). The Director of Education in

Leicestershire initiated a number of innovations during the 1950s

and 1960s and in the late 196,0s planning work on an entirely new

secondary school was started. The Leicestershire plan, as des-

cribed in the ease study of the Leicestershire region(108) gives

the background for the establishment of Countesthorpe College,

which was intended to incorporate many of the "comprehensive"

ideas of secondary education in one single project. The Countes-

thorpe College can therefore be said to have been established in

an administrative context which encouraged innovation, in an edu-

cation authority whose director had been Personally responsible

for major educational reforms.

Countesthorpe College is situated in a settlement area eight

miles south of the City centre of Leicester, with small-scale in-

dustry and with a population employed mostly in nea.cby Leicester.

It includes a City centre clearance estate. The population is not

unique in any social or economic sense and is representative of

the population as a whole.

The Director of Education wanted to build a school which

could involve teachers and students in an entirely new relation-

ship, using individualised learning and group processes as main

instruments in the reform of the secondary school. This type of

charge had been taking place in the primary schools in England

for a long time: greater variety of instructional methods, flexi-

bility, stronger emphasis on individual learning, and more in-

struction based on small groups. Also, inter-disciplinary work

had been encouraged and the fixed timetable had been /substantially

modified. The Director felt that these kinds of changes could be

introduced also in the secondary school.

OBJECTIVES

The original objectives held by the Director were reflected

in the planning of the building and the appointment of the head-

master. He felt that Countesthorpe should be a prototype of the

kind of school necessary for children who will be adults in the

year 2:n0,. He says that he does not want to take sides, but he

does:

159



"believe in this general kind of trend I mean I do be-

lieve that individual learning is a better thing than class

learning."(109)

The headmaster, who was appointed from a large number of

applicants, shared the general opinions about the need for reform

of the secondary school. He went even further in his plans for a

total renewal of the teaching-learning process in the secondary

school. In particular he was interested in a democratisation of

the decision making process as well as innovations in teaching and

learning. In general, the headmaster favours a position in which

the policy of the school is decided by the staff as a whole and in

which students have as much say as possible in their own affairs.

The objectives were operationalised with the help of the

staff into different skills like communication skills, skills

related to music, craft and physical skills, creative and ex-

pressive actions, not only in the traditional crafts field but

also in applied science and in the field of athletics and sport.

TYPE OF INNOVATIONS

The school started in 1970 and so most innovations are still

beginning and rapidly evolving.(11O) Three main learning situa-

tions have developed.
1 Situations in which students work by themselves using

different forms of aids;

Small groups of students working together;

Seminar groups working with teachers, perhaps up to 15

children, and occasionally large teaching groups for

films or lectures.

In general, this kind of learning organisation depends

heavily on self-instructional learning materials and on the pro-

duction of specially designed group work material.

In addition to new methods there has been a move towards more

inter-disciplinary work in an attempt to present knowledge in a

more meaningful way. There are four reasonably conventional sub-

ects like mathematics, science, languages and physical education.

In addition there are three inter-disciplinary areas:

1) creative and expressive words,

?) creative and expressive two-dimensional and three-

dimensional Arts and Crafts, and

the study of the individual and the group (replacing

conventional history, geography and social studies).
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in addition to serving the traditional youth group in secon-

dary schools, the college also organises adult courses in the eve-

ning classes, and also during the day. In both cases students

from the school work with the adults, thus utilising the facili-

ties from early morning to late evening.

12esides these kinds of innovation, however, the staff demc-

cracy of the school is in itself an important innovation, in that

the traditional role of the headmaster is radically changed to-

wards a non-directive role and where teachers in staff meetings

and special groups plan and manage their school.(111)

The teacher-student relationship has undergone total revo-

lution. The relationship is very open and gives the students an

atmosphere in which they can express their feelings - positive or

negative - about teachers and their learning experience. As to

be expected, teachers disagree somewhat about the impact of these

changes and at least some elements of the community expressed

mixed feelings. The case study(112) gives an interesting evalua-

tion so far of both teachers; and students; initial reactions to

the different types of innovation and, it particular, an analysis

of student and teacher attitudes toward the "progressive teacher-

pupil relationship".

The local authority has very little influence over the actual

operation of a school when it is first established. By careful

choice 3f the teachers initially by the headmaster and later by

staff :17ommittees, the school has a staff highly motivated towards

innovation.

The English headmaster has a strong position and can more or

less determine the curriculi the practice in the school

and the appointment of staff. in .7cuntesthorpe, the headmaster

has given away his authority to a total staff meeting, including

non-professional staff, which meets weekly to decide on overall

policy for the school. it is responsible for the policy making,

and the headmaster (who likes to be called the "Warden") looks

Apor himself as the chief exective of this policy board. The

f,:11 meeting has delegated the power to decide minor policy to

four standing ommittees, Executive action to implement policy

is taken by a normal hierarchy responsible to the full meeting.

Development work is done largely by the teachers in a team.

Yost teachers feel that the production of material for individua-

lised learning situations is interesting but exhausting. Adoption

and adaptation of material from o,;toide sources is encouraged

rereyer possible,

161



Evaluation in a formal sense is not done in the school.

However, the whole process of interaction between students and

staff gives an excellent opportunity for informal evaluation of

the process. This is done extensively and the weekly staff meet-

ing makes an important contribution to this.

The school is widely discussed in England; the headmaster

as well as the teachers are invited to make public speeches and

have appeared or. television. This is not so much a matter of dis-

seminating products as of disseminating ideas and attitudes.

THORNLEA SECONDARY SCHOOL, ONTARIO

Thornlea School is situated in the York County of the Province

of Ontario(113) which for some years has been known for innovative

rractices, partly due to a forward-looking Director of Education

supported by the Board of Education and a liberal community cli-

mate.

Originally, the idea of creating Thornlea School came from

the Director of Education in 19E6. At that time he was Superin-

tendent of a High School Board in a part of the York County be-

fore the County was formed. The idea was to build a so-called

"resource-centred" school which could serve multiple purposes

within a flexible organisation. When the idea was launched tea -

;hers from the County were brought together to talk more specifi-

'ally about the idea, examine innovations and come up with pro-

posals outlining possible objectives and structures for the school.

,,ever. teachers were selected representing various subject areas,

primarily on the basis of their expressed interest. A Thornlea

Study Committee was formed with the purpose of investigating

milar educational innovations in other countries and to make

recommendations about the organisational and curricular aspects

of the new Thornlea Secondary School.

A report was completed in August 1967 and widespread dis-

ussion took place about the proposal. In December of the same

year the Prinoipal of the new school was appointed and in June 1968

the staff was hired and the school building completed.

Thornlea is situated in a fairly densely populated area of

York 7ount;,', a middle class suburb north of the city of Toronto.

Ctudents at the school generally come from the school's normal

catchment area but any student is allowed to come to Thornlea from

other parts of the County if he provides his own transport
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(although cnly about In per cent of the students actually come

from outside the eathment area). The school population seems to

reflect a strong economic, cultural and life style split between

the few remaining rural and working-class families in the area

and the ever increasing number of middle class families.

0EzJECTIvES

Thornlea was originally designed as a resource-centred school.

Gradually, however, the objectives expanded beyond this into the

social and philosophical area. The Thornlea Study Committee gave

the following four general objectives for the students in the

school(114):

"1. to learn;

to prepare for and to live with change;

to recognise. to value, and to honour the spiritual,

cultural and moral heritage of Canada and the world;
A to develop himself as a human person."

These general objectives were supplemented by behavioural

objectives and operational procedures. Even these objectives were

of a rather general nature, however, and a publication from the

Thornlea Goals Committee composed of the staff was also rather

vague(115):

"1. interested in learning for its own sake;

aware of themselves and sensitive of others;

capable of developing their potential talents;

4. demonstrate skill in thinking critically and judging

soundly;

demonstrate the skills required to pursue self-directed

learning."

At this general level there seems to have been substantial

agreement among administrators, teachers, parents and students

about the objectives with emphasis on flexibility, freedom to

innovate and opportunity for creativity and self-directed learning.

After three years of experiments, however, there is a significant

number of staff, parents and students who are questioning whether

permissive conditions have led to creativity and self-directed

learning. and more particularly, whether this has led to what they

perceive to le the crux of education - basic academic skills and

knowledge ir terms of preparation for further studies and the job

market. An equally significant number of staff, parents and



students, wl, underot'"od self-directed learning to mean the same

as self-aot.ialication, according to the needs and interests of

the individual, do not emphasize the learning of academic materials

per se In short, despite agreemeo.t about general objectives there

1s a -ontrovers, ;e_ the peratior,l interpretations and concrete

rears attaining the troal )*D110.

TYPF, 0= InCTATION:

l'avirg analysed the general clo.'ectives of the school, the

ot-td' osoribes innovations in four areas: (1) organisation

for learnirg. (17) practices, (3) technological practices

and (.:) social organi:atisn, Fxamples of these innovations are:

the tr1itoster system which allows the school to offer a much

r eater ':ariety of couroeo (three times as many as most secondary

sctlloos in Cntario); the home group system which is designed to

fa- .:.tai o development f a sense of community within the student

!.onteractin; the effects of individual timetabling

Ind other indiYil.latistic mphaoes in the sohool; rupil autonomy,

:yportart element in the school, which gives pupils a high

f freedom in oo-;rse selection., and a high degree (f par-

:n defininic the types and content of courses offered;

inierend-nt learning 'curses whioh give the student the chance

de_.... his own programmes within speifio courses. A modifi-

on this is the individ,tal progress course which allows

student or :7rour :f students the possibility of following a

+heir own ploe: differential progreos course which

:wo ptudent or :ro-up st-tdents the possibility cf foll,Jw-

in a ::urse at 'heir own race; differential course phases is the

which s'Th;1ects are offered at different phases or levels

liffi'ulty. Team teaching is practised by some of the teaohers;

oprerti-eshir teachir=z is the system by which senior students

to fellow :t7;derts.

:nter-disc1plinary co '..roes are given at the school; courses

alt.ir: at 1:otter integ:ation tetween sohool programmes and cern-

riunity are also an important aspeot, and various technological

aid: - inol.thing 'ompter failittes and closed circ uit television -

ar



THE PROOESS OF INNOVATION

The Principal of the school sees his own role as a facilita-

tor rather than as an initiatcr of innovation. He maintains a

"low profile" in the school and he seldom uses his authority

vis-N-vis individual teachers or groups of teachers. He defines

part of his role as a "buffer" between the school and forces out-

side the school. This is usually appreciated by the teachers,

but has the incidental effect that most information from the

school, and to the school, goes through one single person.

The staff is selected by the Principal and the local Superin-

tendent and they have deliberately hired a range of teachers with

radical, liberal and consetrative educational philosophies. The

Principal sees this heterogeneity as an important element of his

innovation strategy. Within the school he has tried to create

conditions which allow and encourage teachers and students to

make their own decisions about the school programme. In this

sense he has played a relatively passive role in actual decision

making while attempting to be a mediator between factions.

The formal organisational structure is headed by a Principal

and three Directors, a Director of student services, a Director

of administrative services, and a Director of instructional ser-

vices. The system is a relatively diffused non-hierarchical

structure and the Principal and Directors form a management team

that cc-operates continuously.

Thornlea also has an Advisory Council based on voluntary

attendance where parents, students and teachers can meet and

discuss school policy. The Council has tended to be a forum for

discussion rather than a policy making body. In addition, there

is an Instructional Policy ,:ommitte,.., which is the advisory board

of the Director of Instructional :_7,ervices. This is looked upon

as an important body where students also participate.

The Director of Instructional Services is one of the main

sources of information about innovations outside the school. He

is also knowledgeable about current theory and new ideas in edu-

cation. A major aspect of his role is to introduce new ideas

into the school and get relevant people involved in innovative

activities. He also helps teachers to evaluate and restructure

their programmes.

The initiative for new innovations has come from different

sources: from the Thornlea :tudy report issued before the school



was established; through the Instructional Policy Committee, the

Thornlea Advisory Uouncil and through more informal meetings.

Seldom is there a single creator; the ideas rather develop from

an interaction among individuals.

Very often 'Loth students and teachers form small groups who

initiate and develop a particular idea and win the critical

support needed to establish a new programme. This is the pattern

in most innovations created to date in the school. Curricular

changes, however, are usually considered in a general discussion

since they tend to affect the whole school.

An important element in the process in Thornlea is the open-

ness among staff and between staff and students. Some think that

it was better in the first years wh,ri the staff was smaller and

when the excitement of new experiments was higher.

Due to the heterogeneity of the staff, there tends to be

some lack of communication between the conventional and radical

croups. Even if the lack of communication among staff is some-

times perceived as a serious problem, the staff at Thornlea have

shown a willingness to self-reflection that is unusual and there

are signs .;f a dialogue beginning between opposing groups.

Furthermore, despite the barriers of communication, teachers at

Thornlea know more about other staff members and what they are

doing than is the case in most other secondary schools in Ontario.

Evaluation of the innovations is not done in a strict sense

in most of the projects. In some projects. there have been re-

search studies carried out by outside institutions largely because

Thornlea has attracted much interest in Ontario as an experimental

school. Studies are conducted, for example, by OISE - in parti-

cular through the Organisational Development Project(116).

i;:ajor innovations are evaluated at least in a subjective way,

mostly by the teacher who is responsible for the innovation. In

the last year there has been more concern about evaluation perhaps

tecause some of the parents have begun to feel that academic

achievement is one of the most important objectives of the school.

A more general concern about evaluation is now evident and it is

related more systematically to the objectives of the school. In

general, however, most of the evaluation is done through discussion

and criticism by the staff 1-", students.

There is no formal disc. -motion of the innovations to other

schools. As noted above, however, the Principal plays a key role

it this process, and a great deal of information about the school

is widespread at least in the Province of Ontario.
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SUMMARY ANAINIq 01' INNOVATIVE SCHOOLS

CONTEXT

The Thornlea and Tapiola schools are situated in middle class

or upper-middle class environments. Oslo Experimental Gymnas

recruits students from the whole city of Oslo but with some over -

representatiru of students with parents from an academic back-

ground. Countesthorpo and R/dovre recruit students with parents

representative of the population as a whole.

Thornlea, Tapiola and Oountesthorpe were all created in

local environments favourable to innovation. ROdovre was created

by State initiative, with substantial popular support. Oslo

Experimental Gymnas was created in a conflict situation with

strong positive and negative feelings towards it. All schools,

except Oslo, receive adequate resources and the buildings are

usually better equipped than traditional schools: Oslo has very

limited physical resources. Tapiola was created by a local group,

Thornlea and Oountesthorpe by the regional authority and R/dovre

by the State. Oslo Experimental Gymnas was created by a group of

frustrated students from different parts of Oslo.

All schools are administratively subordinate to the regional

ducational administration (except B/dovre which is directly

responsible to the State Hoard of Education). All the schools

are externally governed and bound by the same regulations (e.g.

examinations) as other schools. They differ considerably, however,

with respect to their autonomy, particularly in the ar,:a of the

curriculum, where Oountesthorpe and Thornlea have great, freedom,

R/dovre some freedom, and Tapiola and Oslo Experimental Gymnas

very little freedom to innovate without detailed approval by the

State (see below). In all cases, except Oslo, the schools receive

additiL,nal payment for innovative projects from their funding

sources.

The schools are all secondary schools but they differ in the

age-span they cover:

Ago:

Oslo

Tapiola

R/dovre

7ountesthorpe'

Thornlea

11 13 16 17 19

1

over next 3 years

Will , ^,.a the 11-14 group after four years.



nJECTIVE;'.

The creators of the schools stipulated certain objectives

f3r their development. Generally speaking, there were two dif-

re'r,t intentions.

1) to create a school for the future, mainly a resource-

centred school, using new technology, individualised

learning, flexible methods and modern facilities.

Ocuntesthorpe, Thornlea, Tapiola and R/dovre fall into

this category.

2) to create an "anti-school" - a school where the student-

teacher relationship and decision-making process were to

be changed primarily and thereby to create a school

where all types of innovations could flourish. This

was definitely the case of the Oslo Experimental Gymnas,

very much a part of 0ountesthorpe and to a lesser extent

of Thornlea.

TYPE OF INNOVATION

The innovations going on in the schools are mostly innova-

tions in our category 4 (curriculum) though they include also

innovations in organisation and administration (category 2) and

ir rew roles ar.d role relationships (category 'f). Some innova-

tions which we 'nave called innovations in "school-comnunity rela-

tions", could have been innovations in our category 1 (objectives

and functions). In all cases, however, they are treated as new

approaches in curriculum. The following diagram presents a sum-

mary for the purpose of comparing the activities in the schools.

As can be seen, priorities in innovation differ considerably

frog: oc'.ho31 to school. One area, however, is typical of all

schools, i.e. individualised instruction. This, however, has

different meanings from school to school. In Countesthorpe and

Thornlea it is understood as a radical departure from traditional

instruction, the teacher playing a very different role; F4dovre

also is moving in this direction but the teacherts role is still

very much the are as previously (in his relationship to his

students). Tapiola seers to favour independent study but with

teachers retaining more or less their traditional role.

The term "individualised instruction" has quite different

meanings ranging from a concept of giving every Individual student



Type of Amntes-
Innovation there Tholmlea 14dovre Tapiola

1. *few deci- Main Some
sfor.

(cat, 2)

Teacher- Main Main Some
student
relation-
ship
(cat.')

Tndivi- Some Vain
dualised
instruc-
tion
(eat. t)

One main Cne main. Some
area area

Flexible Some One main One main One main Some
croup area area area
(eat. 1)

School-
oommunity
relations
(cat.4)

Some Some Some

E. Subject- Some Sore One wain: Main
based area area
inno-
vation
(cat. 4)

a special v.irsiculum to fllow at his own speed and in his own
mode learning. t; a :oncept where only the speed of learning

":ndividualised" but where all students follow the same (.virri-

cul,

The more radical projects seem, so far, to face major prob-

lems. Practical problems like timetabling, production of material,

service, and control of progress are day-to-day concerns.

Over half the teachers (L.7, per cent) at ("ountesthorpe are

dissatisfed with the operation of individualised learning at

the school. Significantly the evidence suggests that it is

the older, more experienced teachers who are less satisfied

in this respect than the young teachers, and that male tea -

hers are less satisfied than female teachers. Sources of

j.?



disatisfaction fall into two categories: doubts about the

ability et' and opportunity for the teachers to prepare

adequate material, and doubts about the effectiveness of the

material prepared, particularly in its usefulness to moti-

vate the children. Over and over again the staff give in-

dications that there are problems of preparing the work

sheets so vital for individualised learning."(117)

More fundamental problems are probably reactions from parents

d ountesthorpe) who favour more conventional teaching which

is easier to control and whore results are more easily identified.

"Many parents have already expressed their anxieties that the

school might not meet their expectations with respect to both

instruction in subjects and social advanct-ment."(118)

In few caves, except in Countesthorpe and Malroi(119), has an

ttialysis been made af individualised instruction as it relates to

the total range of school objectives. Is it possible, for example,

at the same time to stimulate individual differences and reach an

bjective like "oducational equality"? Pernbaum makes the follow-
ing comments.:

"There is a real pcssibflity therefore, that through parental

differenc, fn scial class the main foots fur experiment and

inno-ation in the long run may be the non-achieving working-

class loupile."(1l7

We 11ellov. that a school system with a tradition of uniformity

(b th rcarling teachers and students) needs incentives in the

direction individualised instruction. Put there is a need for

a careful analysis of what one unirstanis by the term, and how

it relates to other objectives. This is seldom dune. The argu-

ment f s:me parents (40 per cent) in Tapiola School illustrates

no important iimension:

"Similarly,,the staff objective of e;:tensive freedom of

choice by the pupils aroused the parentst hostility. Such

choic,. was believed not to be in the best interests of the

children, who, the parents argued, need planned guidance."
(121)

role of leadership and participation in decision-making

will be liscussed further in Chapter VT.
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001, NANAGENENT

Role of
Headmaster

School
Management

'Role of
Management

Final Responsible
Body

Oslo Little
power,
subordinate
to General
Assembly

The Council
(headmaster,to
3 teachers,
', students,
1 parent)

Advisory

General
Assembly

General Assembly
(all students
and teachers)

Tapiola Traditional
role

Headmaster
informal
use of
teacher
council

Teacher
council
advisory
to head-
master

Headmaster

R4dovre Traditional
role shared
by two
assistants

Management
team
.(principal
and assis-
tants) and
informal
use of
staff
meetings

Advisory
to head-
master

Headmaster

Countes-
thorpe

Radical
change -
Chief
Executive

Staff meet-
ing (volun-
tary part!,
cipation of
students*)

Advisory
but in
reality
decision
making
body

Tn reality staff
meeting, for-
many headmaster

Thornlea Nor.-
directive

Management
team and
advisory
bodies

Advisory
out in
reality
decision
making
body

Principal - in
reality shared
with Management
Team

in this c,,:ntext it is to be n,,ted that there are differences

in th- inv.'ivement of students and parents in the management c:f

th The students are very much part of the management in

Csl, -xperimental qymnas. Al sT, in C.untesthc)rpe and Thornlea

students are tc sc.me degree inwAvol in the manarement though they
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play a somewhat more "advisory" function. Tn R/dovre the students

are younger than in the other schools, and the situation is there-

fore probably Lot quite comparable. In Tapiola there is little

student involvement in the management of the school (1971),

Parents play a small role in the management of the schools.

They are, however, in different ways influencing school policy.

Their function will be discussed in the next chapter.

FKCE2,S OF INNOVATION

The initiation of innovative projects inside the schools is

essentially similar in Tapiola and R/dovre. Tn these oases the

headmaster plays an important role, while working closely with

the whole staff and groups of the staff. In Thornlea the

Tnstructional Policy Committee is parti ularly influential, to-

gether with staff meetings, informal groups and special task

forces. In Oslo and partly in ..ountesthiJrpe initiative comes

mainly from informal. gro:,ps of students and teachers and the

,ieneral Assembl:: sets up ad 1.oc working parties for planning.

Trenness seems to be a key factor in the innovative process

it all :20,):8. rerr_,.._ 7enrs, it this framework, openness to-

Ward: the cutside world and openness towards discussion and riti-

oism inside the school. Tn ore way or another, all the schools

have created reglar -ottacts with the outside world - Thorn:lea,

--10.3Vr? and .7ontesthor!,e thrgh 'heir rational and international

contacts; in Mpi311. r...1F.7. through regular travel and contact

with outside SD1Zr; and it T4dovre and Countesthorpe through

the use of material from o.itside. Oslo has the least contact

with the outside world, but is influenced by individual educators

and sThool experiments it other countries.

Are' the innova _ons irvented by the schools - either by

teachers, students, or heads': The answer depends on what one

means by inYention. rf one defines it as something original which

has never been thought of or done tQfore, few, if any, of the

innovations were inverted by the schools themselves.

Are.the innovations only the adoption of experiences from

other schools': Tf one means an automatic copying of ideas, prac-

tices or products, none of the innovations is of this kind. The

innovations observed are rot irverted in the strict sense, nor

are they adopted. They are developed by the school.

11,cnntaum gives the following assessment of the situation at

-."ountesthorpe(172):



"In many respeto therefore, both in terms of the earlier

experience of the staff and the widespread use of centrally

produced pre-packaged material, many of the plans at

Countesthorpe are made possible as the result of the inno-

vation that has already happened in sohools in the past few

years, Nevertheless, since ,Thuntesthorpe takes these plans

very much farther, and existing materials are not as yet

sufficient for their operation, it is a vital part of the

staff's task at '.7ountesthorpe to produce new materials."

As all cases illustrate, no idea, practice or product is

automatically applicable in the schools. Education is a process

where an understanding of complex social interaction processes,

human needs, administrative constraints and the readiness of the

total "school culture" are essential before an innovation can

even get started. One might say that real inventions in education

start when an idea is transformed into educational practice.

We are here dealing with a crucial issue in the whole debate

between the "g:rass roots approach" and the P -R -D -D approach. The

last, as exemplified by the RBS strateg:4 favours the production of

"ready-to-use" products. Tndividual differences (in pupils) are

"taken care of" in the develornent of the teaching-learning system.

1-iut is the idea of "user-proof" products viable in education?

We believe - and we feel that our data from all the innovative

school studies prove this point - that the readiness of the "school

culture" (the readiness of the community, the managerial group,

teachers and students) is more essential than the product, and

that these conditions (at least so far) are not taken into account

in the production of teaching-learning systems.

Does this mean that every innovation has to be developed in

the schools? We believe that the data show that this approach

raises other proble2s, and that the important lesson to draw is

that bath these approaches can be utilised, provided that they

follow a careful analysis of objectives, types of innovation and

the "school culture" (see Ohapter VITT).

F.valuation is not done in any formal sense in the schools,

except for some outside research projects which were not initiated

in the schools themselves (Oslo and Thornlea). There is no sys-

tematic use of research or evaluation methods. All evaluation is

done in a subjective and informal way.

Does this method of evaluation mean that evaluation is treated

inadequately? Tn our opinion this depends on what the purpose of

evaluation is.



1) !valuation for the purpose of dissemination

If the purpose is to develop a product for general dis-

semination, one would ask for a sort of evaluation which

would enable teachers and students who have not them -

ives involved in the development work to use the

product. One would probably define certain objectives

which the product should meet under certain defined con-

ditions (costs and adaptability)(1?3). This is the way

a number of "teaching-learning systems" are developed

and evaluated. We have raised questions with the assump-

tions underlying this approach.

Evaluation as a basis for learning,

Tf the innovation primarily is developed for "internal

use", other criteria would be appropriate for the eva-

luation process. The purpose would be to manage the

nro,:sess of development in such a way that everyone in-

valved would learn from their successes and failures,

so that they are able to improve their practices.

In some cases formal evaluation procedures may be necessary.

it is certainly more important that more precise statements of

ob,jeti7es should be made in such a way that everyone concerned

can identify when, where ard how the process failed to develop

according to intentions. this sort of evaluation also depends on

interpersonal relationships, leadership and openness (see above).

2issemination is not seer as an important part of the process.

The schools have not established any systematic links with other

oshools They are. however, well known in their own country,

partly through the use of mass media and to some extent by dis-

oemination cf products (Tapiola).

One should not, however, underestimate the importance of

staff promotions as a strategy for dissemination which in fact

l,,rate in all cases. Virtanen(124) comments cn this point and

.:tress-s the importance of the mobility cf well-known Tyk-teachers

-ften g-t appointment:- as headmaster:: in other schools.

We have argued that a number of interesting ideas, experiences

ani rr,:)ducts are lost in the educational system, particularly in

decentralised systems, due to the lack of efficient dis-

semination procedures.

All case studies fr-m the rei:isns and the schbols illustrate

that lisseminati:n sf innovations is not a central concern, If
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fl e a tt t.., , 1K1 a, C"..; k V r, it is by no means

easy t find a t .ry hiti n.

7ne way is stablist c t of an "infrmation tank".

'Inks assumpti h would be that school;o need more informati,,,a
:11 t i 1 1 a:7.-

tra inf.:'rmat !. o thrO101
-at ant, , oinforratien oystor,,Ins"

alcne aro notwsrks 'f -xperlmenta1 individuals (and porhaff a net-

werk f institations`.

The r-as on 1'c-do this is, probably that irnvatitais in education

poquir,,, leadership :f some la I (soe ..'lliaptor VI). Leaders art'

not only ".'-llita7 ideas", tut aro at the same tip, a guarantee of

quality transforrol to the "fsllowers" by t.he trust which is a

nooe2sa2y factor.

If ri-t ,b,,:-vvs the pattern f informatlen-:::athering in the

inn Writi7.' studios, in all cased (perhaps except for Oslo)

a loader (usually the headmaster) has established a nottorc.rk of

nati,nal and tat- rpational ;'ontacts.

In all the ash- ol studies the "climate" in the scherl is

lo"rt.,,d ai.-n as the M,:3t important factor in the process of inn.)-

vation. It has boen diffinit to :oot a clear understanding of

wat 'his factor is. Later -n we will discuss leadership and

rartioimatisn in decision making, as important elements of

"olimato".

A 1-1..blem ivin anaity is probably in all eases an impor-

tant el-rient in the This capacity has orenn--so towards

1.;: ti no.- and r--:pi o as a precondition. COlscn sire- the following

s"mment(12;.):

p:sitivoly tho teach welccme tKe s',-otorative context

.f the I which they believe is aompletely different fr-sm

tnor "Idanish :neho Is. i,:aterials, once prepared, are made

.tvailablo te all - a technique developed for the teaching ef

oh h-is b-en suclssfally ,,mpl'oyed by the ,'..athomatios,

staff. rlue. e L.,ratlon is n- Car;- as important in main-

tainin,t ti. enttasia::m ,sf the staff. i:ertainly, it is an

rtas.t ..)unterbalance t the new e-ntext in which many

each.:rs find theri2elves., with anasual oonlitions of service

an: salary, -inertainty .vor their authority and now work

Al:_ in the other ::aoyls 'h-c-- qualities are stressed as

esstnt'al. dosoribes the toyer:op:tent f tudent manage-

!..'.ont in the ::Ixp%rimontal qymnds in this ayi



"The relationship between the C,cunoil and the General

Assembly is developed through a process characterised by

:lutual trust."

The ability to operationalise ideas through active involve-

ment of teachers and student:; is another element. In all schools

problem c, arc discussed and innovati!ins are developed through ac-

tive ce-operation amcrig teachers and in ;;cme cases between teachers

and students (Oslo, C,cuntesthorpe, and partly R/dovre and Thornlea).

Mcre systematic planning is also mentioned as an important

element in an innovative school, and as essential for the "climate"

(Tapicla, R/dovre, Thornlea,

The innoyative "climate" dces not take consensus about objec-

tives -r means for granted. Conflicts, however, are regarded

differently in the schools. Usually conflicts are resolved by

neg.I1a+i_n, often with the head playing an important role

(Tani:-la. R/lovre). In other cases conflicts are left to open

nfrcntati n between interest greups, but consensus is locked

u!:on ac highly desirable (Cslo, Countesthcrpe). In other cases

whore o-nflicte are not resolved, it is accepted that some teachers

withdraw frost a particular preject and allow other teachers to go

n with their activitior (Thernlea). Important in all schools,

h!ever, ie an :Denness regarding discussions of objectives and

means. h`.nflicto are nst loked upen primarly as threats but as

:, natural elemEnt in inn vative practices.

EFLik712.-E FREETC7J. CO IM:C7ATE VERSUS TYPE OF TM :OVATION

:her- is no clean relatienchil. 'between the, freedom which

..ach sch1 has -L innovatE- and the type of inn-vatich which gE,Ecs

cd in the cch- I and which they Befit c as their task. All schools,

wev-r, arc restricted Either by external constraints (regulations

r examnati-ns), tv financial constraints or by internal

nstraints (phil r,phy ,r group climate). The schools are' there-

_ re not comparable in the cenco of developing the same innovations

rath-r in the sense -f c-eking new solutions to problems in

spite -f external or internal c!nstraints.

The community expectations are probably one of the most im-

:ic,rtant constraints upon the schocls. Tapicla, Thornlea and

untesthorpe are eithe,r created hy the ccmmunity or closely

attached t- it. There are signs that the community, after having

stimulated inncvaticns in educational technology, flexible group-

ings!. etc., is nett asking for "results", which very often means
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traditional output, meanures. lqdovre, on the other hand, is more

removed from the community and is also serving younger children

going on to upper-secondary schools and not to universities. In

the case of Oslo, both parents and students, from the beginning,

were aware of the constraints of the examinations and decided

voluntarily to create a situation which could possibly have a

negative effect on results in traditional academic terms.

The socio-economic background of the students has not been

analysed carefully. We have observed that in the case of

Thornlen and Tapiola, schools in a typical middle-class environ-

ment, parents originally were positive towards innovations, but

have later on become concerned about academic standards, At

Countesthorpe with a socin-economic environment representative

for the population as a whole. it is the middle-class parents who

have been mot eencerned with academic success.

We cannot, of course, indicate that this is a typical reac-

tion from parents regardless of social class. We do not know,

for example, which parents in each school have expressed their

views. The studies do not give a detailed enough picture on this

point.

However, this raises the pr:bletn of a schcolts freedom to

innovate. We find that the schools do not differ significantly

in this respect. One would be inclined to suggest the hypothesis

that the fewer the "external" administrative constraints, the

more relative freedom a school would have. This cannot be read

from the case studies, and in any case we believe that it is open

to question. ,

This hypothesis depends on the degree of autonomy of the

administrative constraints. Are they only administrative "ob-

stacles" or regulations that are real reflections of norms of

society? External examinations can be taken as an example of

this problem.

External examinations are often looked upon as one of the

major barriers in innovation in education- If it is true that

examinations merely represent an unnecessary mechanism of control

Impose:I upon the school, a new form of evaluation would be a

strong instrument to facilitate innovations.

In all cases the teachers in the schools consider external

examinations as mere barriers to innovation: Hauge(127) comments:

"Toe examen artium is often brought out by the members of the

Experimental Gymnasium as a factor that is an obstacle to a

realisation of the school's goals. The examination-oriented
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activities are given priority at the cost of the other values

which the school wishes to promote. The information organ,

"On School Democracy", claims that the form which the examen

artium has is a major stumbling block for an actual demo-

?ratising of the school (2, p.3). But it is true for the

Experimental Gymnasium, as it is for other gymnasiums, that

the examination form exerts a directly inhibiting influence

on the development in the school (2, p.10). It is apparent

that this opinion is very widespread at the Experimental

Gymnasium."

If examinations, however, represent more than a procedure,

if they are a reflection of expectations in society, a description

of the way one wants to see the schools behave, they are more than

just "barriers" to be overcome. If one tries, the examinations

may disappear; the expectations, however, will not. They will

appear at some time in another form, for example through parentst

expectations, demanding academic results.

Schools have never been "free" in the sense of having freedom

to deterMine their own function. Most schools have some freedom

to determine their practices as long as these are not inconsistent

with the function of the school.

Administrative regulations, in centralised or in decentral-

ised systems, are sometimes relics of an educational system which

is longer functional. But it is a misunderstanding to think

that a decrease in administrative "constraints" necessarily

increases the school's capacity to innovate. A careful analsis

f the function which each regulation plays in relation to expec-

tations in society is necessary if one wants to give the individual

school more freedom. Unless this is done before "constraints" are

removed the expectations may well materialise eventually in a form

which is more problematic for the school than former constraints.

This argument does not mean of course that innovations in the

field of evaluation are not necessary and desirable, but rather

that the situation is far more complicated than usually admitted.

Examinations have been used deliberately as a instrument in

the process of innovation. The work of the Schools Council, NCIE

and NBE illustrates both the difficulties and the possibilities.

Innovations in examinations have probably more immediate and

direct influence on tte school's work than any other innovations

in curriculum. Since innovations in examinations always have to

be defined very precisely because they determine the output of the

learning process, it is difficult to get agreement on major changes.
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To some extent examinations clarify the value conflicts involved

in curriculum and bring these value conflicts out into the open.

There is a great deal of vested interest in the curriculum and

those interests emerge clearly in open discussions about inno-

vations in examinations. One would assume from the case studies

that one of the major strategies for innovations in curriculum

would be a deliberate attempt to clarify the value conflicts

and contradictory goals In curriculum by using analysis of examina-

tions as the major strategy.

The implications of these considerations raise considerable

doubt about the concept of autonomy of the school in the process of

policy formation and even polio' adoption, even in the field of

curriculum (our category 4). We see, however, an important

function for the individual school in the development of innova-

tions and also in the implementation process. But in neither of

these cases is the school autonomous. The functions of the school,

related to different types of innovation and different stages in

the process, will be analysed in a broader context in Chapter VIII.
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Chal,zer VI

THE INDIVIDUAL AND THE PROCESS OF INNOVATION

The ability on a continuous basis to improve practices" was

a working definition of an innovative school (eee Chapter I). These

"practices" have direct impact on the working life of a large part

of those belonging to the system (not only teachers and administ-

rators, but also students). The perspective in this chapter is

to look at educational innovation from the individual's point of

view, inside or outside the educational system. To what extent

can he i:,fluene, participate in and learn from the process of

due tir :nnovation? What is the effect if individuals and

rou o:' i::dividuals outside the "establishment" (managerial group

and pofessional groups) participate in the process?

our opinion educational innovation is no longer a supple -

centa :. -:ctivity reserved for particular interest groups (such as

, aAministrators or teachers), or piecemeal activities

while, but rather a continuous renewal nrocess which

whole educational sy:!teli and which, of course,

in the ,ntire systom and in its turn has

'n

is so - and we believe that the educational systems

:.oving in this direction - edational innovation is no

.:'tivity reserved for the f,w (and imposed upon the many),

;Ity which affect everyone inside the system, as well

:u.)1s outside the o,stem (the parents, the taxpayer, the

eto.).

2i,apter we will be concerned with the narticThition of

inside the system, e.g. teachers, students and parents.

.t the process of innovation is an important opportu-

irhing, possibly the most important opportunLty for

the educational systm. We will conider how far the

yht$ the in.jividual wit:: a real learning situation, and

ncels and potentials are taken into

spoil
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If teachers, students and parents (representing interest

groups in the community) were to participate in decision making

(policy formulation and adoption) and in development work, what

effect would this have on the direction of innovation and the pro -

cess of innovation? (task No. Chapter II, page 56). The par-

ticipation of individual teachers, students and parents, the so-

called "grass roots" level, is an ob,;ective of recent reform efforts

in several countries. Sometimes participation of these individuals

(and groups of individuals) has been proposed as an "anti-

technocratic" or "anti-bureaucratic" instrument. In this chapter

we are concerned with the possible effects such participation may

have, in relation to our four categories of innovation.

Individual roles in an organisation are regulated by written

and unwritten codes. Thus, the rol' of a teacher is affected by

expectations, incentives and recruitment and promotion patterns.

The effects of different policies in this area on the process of

innovation have been a matter of special interest (task No. 4,

Chapter II, '.age 5g).

As we have already mentioned. key individuals - frustrated but

creative students in one case, or a skilful Director of Education

in another - have played significant roles in the creation, develop-

ment and implementation of innovations. We have called this functioi

a leadership function, and we shall consider how far the success

of certain innovations can be traced to this function, and if pos-

sible analyse the effects of different styles of leadership

(task 1, Chapter II, page 56).

PARTICIPATION IN THE PROCESS OF INNOVATION

From the early 195Os when university teachers expressed dis-

.;atisfaction with the curriculum in schools (particularly in the U.S

an! started a whole series of curriculum development projects, the

question of teacher participation in developments has been acute.

A number of studies points out that the effect of these developments

has been that the changes are more a superficial reshuffling of

priorities and activities than real change(128).

One i!cobable reason for this is that there was little under-

stanlirg initially of the teacher's contribution to the process.

The .nitiative for innovations came primarily from sources outside

the school and in many cases new material was imposed upon schools

with little attention to the unqueness of the school organisation



or to the social and psychological problems involved in change.

The case stuiies show quite clearly that this trend has

changed over the last few years. In fact, teacher participation

is now taken for granted in almost all the countries studied and

we shall see how this problem is tackled and how it influences the

direction and the p .ocess of innovation. In the Schools Council's

objectives it Ls said quite clearly that each school shall have

"the fullest possible measure of responsibility for its own

work, with its own curriculum and teaching methods based

On the needs of itc own pupils and evolved by its own

staff "(1:.-j)

As previously stated the involvement of teachers in decisio)n-

making is otronger in England than in any of the other countries

studied. Recently, this power of the teachers has been defended

by r;offr:,. one of the former Joint Secretaries of the

(7ouncli. In a opee2h lie refers to three "enemies" of

freedom: first, lethargic; s,cond, the complacent; and

"The hr.,:tes or the technocrats. They have worked out

just what the needs of the nation are in trained manpower

for 1)i's, and they know that research has proved

that you can teach an infant Boolean algebra by the time

he is three years old The most important thing for

.them is to set a f,w really clever people to work compiling

pre::rJmmes and work cards that cannot be fouled up by the

eclobers who operate th«.m. Even if they ;do not go to that

xtreme the one thins.. thy cannot stand is chaos. So let

things be arranged so that somebody can sit at the centre

an! make Jure that everybody in education does what

is best.

H,,w,r over individuals and no one is worthy

of enoujh trust to given that kind of overall reson-

lbility. and find ways providdriF, for all of us alter-

nativ m-,ans of reoiondinc, to change. From these we can

choose tie one that will suit our own personal style and

serve the interacts of the pti,7,i1;,; who are in our care".

,ocno!equenrie this seems to be that power shouli be dis-

tribut-i tc as ::any profe:osional staff as oss:hle. It does not

imply that :-,,ger ohould be given to non-profesoionals er to other

intereot concern e: with educational development but that

owes eenoentrted on those who have a professional .nte-

rest, namely, the teaehero. This view-point is reflected in the



r and in the strategieJ used in

Lnnovation. I! .L,,Liry stated by another formor Joint

'.1eL!r,,tary of the

"The new tea ,:hers th nk cdl ed

,!. n iH

!.; wIth .1.1p.m.-,n and

i. ,:est r.take tn,Ar own,

th, Jther qui,..kly puts cut strong routs and

equa-._ly quickly flsuriAes in a variety of ways which go

wel-. beyond their originators' conception .

promote a erne of relevance ...... among.:A serving

require:

- tk..tt dy experiental woes ohould L.L %.Arried out with

regular teachers in ordinary teachers' centres; other-

fO credibility

- Ih:At exp.-,riment ohouIt tart whc?re the teachers now are

ln the thinking rather than where we might hope that

tnt-,y be:

- t'lat major made :-or any experi.nent ahead

of .H.,.7; the :IJlest small scale ilea which is limited

the duration of the wurk.,required is more likely to

attra-t suppurt from ti,. teaohers than what i large,

U. UC .in) timoless".

Tn.. ct-it nent go: all th me..2t the teacherL7 on their

's: t glve th,m full re$1.onsbility for classroom decisions

to go :,.1cng w_thc.ut !.ressure direoticn teachers wmit to

The same situation - although not so clearly expressed - emerge

in the studies in Ontario, particularly in the study of the York

County. :-11 alsc,, the iecentraii..;at:en of leclsioh-making

nas the effet of giving more power to the professionals - the local

rofsion:.!::::. To understand the creation of the curriculum com-

:.ittees it. York one 'should note that the major concern was to foster

rufew.rionaliation among teshers. In the proces.s of leveloping

teachers have game I power and control of cur-

rl2ulum develcment ar thus have beeh able to take important deci-

::.lon:= about the IirE,,:tion. and the soon' of changes in York. Thyy

in a varity of mmittoes theror,,

p..:nsit:e for every ..valuatjor,

they ti, :T-' ,':c-71,H nc,Wiv.21., in

'n- for tear:h!. il:vol';ement hav not :.rodued

tne fact, in the stuiy of the ourriculum
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other than te,IL'helei in development work (parents) but with very

little cuecess. Al:;u, in the Tapiola SehJul - a typical profes-

sional-oriented school - teachers in subject groups carry the main

responsibility (apart from the headmaster) for the developments.

In the case of the Oslo Experimental Oymnas and the Countesthorpe

College, participation in decision-making is more a question of

sharing responsibility with students and parents than of increased

professional power.

In all regions decision-making about innovations is heavily

dependent on the teaching profession, although in the case of

Leicestershire and Devonshire they play a secondary role after

regional polities have had their effect. This is true also for the

Wetzlar region. In these three cases, however, we have been con-

cerned mainly with the comprehensive sohoo proposals which in all

cases, both national and regional, are treated as political prob-

lems, particularly since questions of school structure are closely

related to those of equality of educational opportunity. In York

and Salad teachers play a sienificant role in all stages of the pro-

responsibility in Malmd with the administrators and

the researchers, and in York with the County Administraticxe. In

the central institutionS.we have seen that the Schools Council

policy is based on teacher participation. This is partly true also

for IDISF, particularly in their field work. In other areas of

activity, however, the internal professional groups (Academic

Council) seem to play the professional role in decision-making and

have so far had a conservative influence on the work of the insti-

tution. In the other central institutions there is less teacher

involvement.

The strategy of the RBS is probably the best example of the

opposite approach to the Schools Council. In his case study,

Ovsiew is saying(1'4):

"Eut the new curriculum makers worked from a totally

different assumption: that individual differences were

within a stan?ard range so that a curriculum could be

built anywhere to suit all or part of that range. Which

is to say that the differences among school districts were

irrelevant: only the differences among children mattered

in curriculum construction. And if that were true, it was

worth sperdibg millicne of dollars, using the finest

'}col arc, an! paying for research, field test and develop-

ment to ereete curricula that could he used in thousands

ef ,e01 rather than spend hundreds of dollars

1-36



using teacher.) to make curricula to be used in one school

district".

This does not necessarily mean that teachers are mistrusted

but only that other professionals are considered efficient for the

job to be-done. Alcs, ef course, it reflects a specific interpreta-

tion of the role of research and development in education. In the

practical work of RBS, teachers are involved far less than in other

institutions. The staff of RBS is composed largely of scholara of

different academic professions relevant to the development task.

In the NBE in Sweden the situation is somewhat different. As

we have seen, when research work is narrowly defined there is

little or no teacher involvement, either in planning or in develop-

ment or dissemination of the work. In the development departments

of however, a number of teachers are involved in subject

groups along with other professiinal groups, though their tasks

are clearly defined by the NBE. One interesting point, however,

that two thirds of the staff of NBE itself are practitioners

themselves working in the NBE only for a few years before returning

to their jobs in schools. Although Sweden is an example of a

highly centralised country it is clear that there is a substantial

involvement of all professionals inylanning, mainly because a

teacher certificate is a prerequisite for promotion to an admini-

strative post, such as school principal, direction of schools or

consultant.

Also in the NCIE in Norway teachers have been involved to a

large degree in the leeision-making and development of innovations.

A specific policy of giving incentives. to teachers (see below) has,

however, produCei 4 site effect which is worthwhile noting in this

connection. 2.ince Norway uses teachers for all types of innovative

work the teacher unions in recent years have been very much involved

negotiations about the level of funding for individual teachers

in particular projects. In two cases teacher unions have declared

a boycott since they could not agree to the payment suggested by

the Ministry. There is a danger that the teacher unions, therefore,

are.iiing teacher participation as a control mechanism for innova-

tion, though not as yet openly as a mechanism to stop certain inno-

vations which are undesirable from the unions' point of view. (In

fact the unioe has carefully tried to differentiate between working

conditions on the cne nand and type and objectives of the project

en the other).

So far it is difficult to draw general conclusions on how

innovation 13 affected by teacher participation. We have already
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in regional and national committees is a trend in all the countries

studied. In New Jersey(136) this has already had an impact, at

least on the attitudes of students, teachers and parents. In

Norway students for a long time have been represented on national

education committees.

We believe, however, that these forms of representation do

not mean that students are actively involved in policy formulation

and adoption. Knowing that teachers in many cases feel that they

have no say in policy formulation and adoption - and they have

built up impressive organisations to represent their views - one

should not be surprised that students have the same feeling.

An interesting observation of student reactions in a school

which has not so far involved the students in decision-making, is

reported in the case study of Tapiola School(137):

"The pupils generally accept the aims and objectives of

the teachers. It was very noticeable that those pupils

who had experienced other secondary schools emphasized

the great differences between Tyk and the other schools."

"Amongst the older pupils the objectives claimed by the

senior administrators of the school were treated in a

somewhat derisory manner. As one argued, "Tyk is an

experimental school only because the leading men in

the school want to swell with pride in the company of

their influential friends". Generally these pupils

argued, in common with current radical student opinion,

that the only objective of the whole Finnish school

system is to produce manpower and to maintain and

continue the existing Finnish society. As far as they

were concerned Tyk differs from other Finnish schools

only in that there are more machines and materials to

help the pupils and teachers, and that the teachers may

be a little more efficient than elsewhere. These

senior students insisted, however, that this did not

really alter the nature of the objectives held by those

in authority. Any differences between Tyk and other

parts of the Finnish educational system were, to them,

quantitative rather than qualitative. They even claimed

to be unimpressed by the reforms in pedagogy, claiming

that these were only basic in two subjects - music and

biology."



This feeling, we believe, is not exceptional, though there

are considerable differences among the schools studied. Although

a few students in the Oslo Experimental Gymnas express similar

views, the large majority of students feel that the innovations

concern them, that they can influence the process, and that the

innovations have significance for them(138).

DEVELOPMENT AND IMPLEMENTATION

As we have seen above the actual development work is treated

as a professional question, and to a large extent is delegated to

teachers. Although students play a part since they usually are

the "objects", they seldom play a significant role as partners in

the development or implementation process (except in Oslc

Experimental Gymnas).

Parents participate in different ways in the policy formula-

tion and adoption process. The overall impression, however, is

that parents are brought into the process by the managerial group

to help adopt policies already initiated and decided by the

managerial and professional group.

Are parents interested in school policies, and what are they

interested in? An investigation by Virtanen in the Tapiola School

shows(13)):

"From the results it can be argued that about 50 per cent

accepted the objectives set out by the senior of

the school, and slightly less than that proportion

believed that the objectives had been striven for.

The parents, however, did indicate that they had a

different order of priorities from that of the leading

teachers and administrators. Thus, the majority of

parents suggested that more emphasis should be placed

upon academic study with the objective of obtaining

university entrance for their children."

In all cases, however, it has been difficult for the schools

to involve parents in the formulation of school policy. The

situation in R$dovre seems to be typical(140):

"Teachers in the school frequently talk of "pupil-

teacher-parent triangle", and discuss methods by

which the relationships might be strengthened. They



point out that parents "support our efforts", and that

"they will come when asked to". On the other hand,

it is important to recognise that the dialogue between

the school and the parents is characterized by the

initiative coming from the school and the teachers.

One teacher noted, "It is hardly possible fc'r the

parents to give a general criticism of the school.

Their participation in the projects of the school is

insignificant"."

The Thornlea study concludes(141):

"Parents seem more utilitarian oriented (e.g. "how will

my kid do in or a job?" etc.). This is

interesting because the study on The Thornlea Community

Looks at Objectives for its High School found that

parents did not have this orientation to the school.

There are at least two possible explanations. First,

the earlier study was carried out in the school's

first year of operation. Perhaps rwr interviews

during its third year were at a time when parents

are more concerned about these more practical

questions. Some comments by parents did indicate

this developmental occurrence. A second possibility

is that we were more likely to uncover these responses

in depth interviews than would be the case in the

earlier questionnaire study which presented a list of

general objectives from which parents could choose".

Similar reactions are reported by Hauge(142):

"it is claimed by several students that their

parents have no understanding of the school's

activities. A certain scepticism is expressed. It

is said that their parents are mainly interested in

the pupils passing their examen artium. In spite of

the fact that approximately half of the pupils are

satisfied with their parents' interest it may be said,

with this, that several of the students have the

impression that the school is in a position of

opposition to their parents' interests."

As reported earlier parents have expressed similar views

about Countesthorpe. It is interesting to note that those schools



with the most radical innovations in curriculum (Countesthorpe

and Thornlea) and in new role relationships (Oslo and Countesthorpe)

find parents expressing the need for "academic results", while

the school with the most subject-oriented innovations (Tapiola)

and the closest contact with the community has few dissatisfied

parents. Virtanen reports(143):

"Similarly, the staff objective of extensive freedom

of choice by the pupils aroused the parents'

hostility. Such choice was believed not to be in

the best interests of the children, who, the

parents argued, need planned guidance."

One might draw the conclusion that parents do not necessarily

object to internal educational innovations if these do not change

the function of the school. And, as we have seen, for most

parents the function of the school as a "sorting mechanism",

giving their children a good status in life, is still its most

important function.

The case studies of the regions give a somewhat similar

impression of the role of parents. They are sometimes formally

represented in decision-making (Wetzlar), but in most cases are

consulted only in an advisory capacity. As a group parents tend

to have a "conservative" influence on decisions in the direction

mentioned above.

As we have seen, those at the "grass roots level" are by

no means a homogeneous group. In a small school community the

most divergent views would probably be represented. What we

have observed, however, is that the managerial group in

particular, but also the professional group, is the strongest

initiating group. Decentralisation of decision-making without

changing the role S students, parents, and perhaps also the

community, probably would not alter the present situation

(see Chapter VII). A stronger influence (at the local level)

from parent groups would probably have major consequences, since

the .expectattons of parents, no doubt influenced by the general

ideology it Aety, do not seem to favour the present educational

reform moNLaient (see last chapter).



INDIVIDUAL GROWTH

If we are righ in our assumption that real innovations in

the classroom and in the larger school culture happen only if the

individuals concerned are motivated and actively involved, it

must be important to look more closely at those measures which

seem to increase the involvement of individuals. In Chapter V

we already analysed the "climate" and other relevant factors in

the process. We shall now consider different incentives, recruit-

ment patterns and leadership voles.

:NCENTIVES, SELECTION AND RECRUITMENT

When one analyses the case studies, one is inclined to think

that motivation for innovative work in schools develops by accident.

Very few educational systems - if any - have developed a well-

thought-out strategy to motivate individuals for on-going innova-

tive activities. This can probably be illustrated best at the

school level by analysing the working conditions of teachers.

in all the educational systems studied, the teacher had to perform

his ordinary routine tasks, and his traditional amount of teaching,

in addition to his innovative activities. Except for Norway,

and partly Sweden, the teachers were not paid specially for the

innovative activities, although in some cases, for example at the

Eqdovre School, the teachers had fewer hours of instruction to give

than would normally be the case, and an extra salary per month.

This is one of the few examples where there was some economic

incentive for innovative work, but this school is one which was

designated as an experimental school.

Those teachers who want to become involved in new activities

soon come up against problems. Usually they find it impossible

to do any educational development work without close co-operation

with colleagues. Traditionally timetables in schools are arranged

in a way which gives teachers few opportunities for co-operation.

In many cases, not only does the headmaster or the local superin-

tendent have to supervise any new activities but also the regional

and even the central authorities have to give their permission.

Schools are not usually equipped with the type of technical equip-

ment and secretarial assistance which is necessary for the type



of work teachers want to undertake. Sometimes teacher development

centres and other local development centres try to help teachers.

From the case studies of MalmO, New Jersey, OISE and NCIE, we

find that the "support structures" of regional or local development

centres have provided an important incentive for teachers.

Many so-called "barriers" in innovative work are the result

of new structures and procedures which have been introduced into

a stable system designed for other conditions and other incentives.

Those who are afraid of the use of incentives argue that it is

not possible to find'a system of incentives which is goal-directive

and which operates without unintended side effects. What is

seldom considered is that the existing system operates with very

negative incentives and constraints for those who want to improve

it. A conclusion from all the cases studied is that one of the

most important steps to be taken is to analyse the total educational

system in terms of those :.ncentives which are offered (not only

financial incentives) for all types of personnel in the system to

see how far it reflects existing goal structures and how far it

reflects the need for innovation in the system.

One of the strongest incentives is delegation of responsibility

within the system. The case study o: Oslo Experimental Gymnas

shows that delegation or responsibility to students acts as a

major incentive for innovative activities. The same is true for

the delegation of authority to teacher subject groups, e.g. in

Malmtl, Iapiola School, ROdovre School and the York County. In all

cases this delegation of authority has resulted in a variety of

activities which would have been unthinkable under other conditions.

Yet as we have already seen in the case of York, delegation of

responsibility alone does not solve the problem. Although te

projects which have been encouraged in this direction have involved

a number of teachers in innovative activities, those responsible

for these structural changes are rather disappointed by the low

level of teacher interaction. Delegation of responsibility there-

fore has t) be followed by creation of an incentive structure that

realistically permits and facilitates such interaction. An incen-

tive structure may be financial, or be part of an information

structure, as, for example, in the work of the Schools Council.

We have seen that States and regions commonly use financial

incentives for innovative purposes. This has happened more on

the organisaticnal level than )n the individual level. Basically,

however, they are not different in value terms or in technical

terms. If decisions to implement certain desirable innovations



are taken by responsible democratic bodies at a certain level of

the educational system, it is probable that the next step would

be a careful analysis of organisational and individual incentives

which could facilitate the desired change. So far, these attempts

have been quite amateurish in the systems studied and we are

inclined to draw the conclusion that a number of the problems and

failures which have so often characterised innovative developments

are the result of unsystematic planning of a new incentive structure

in an analysis of incentives one must take account of the

incentive structure of the wider society. The issue has to be

seen in terms of careers, both teachersi careers and future

students careers.

RECRUITNnT PRACTICES

;se have so far discussed the lack of systematic strategies

in the use of incentives in the introduction of innovations in

education. We shall now look more closely into policies for

reoruiting personnel for innovative activities.

At the school level

Although none of the schools studied can be called "experi-

mental sclools" in the traditional sense (except, possibly,

ROdovre) they i-:ave all been known for innovative activities of

one kind or another. There is no doubt that this fact in itself

i3 a factor in the recruitment of staff. The type of person who

applies for a job in such a school will have at least a positive

attitude towards innovative activities. He may not be committed

to specific activities but will not hesitate to participate in

new types of activities.

Oslo Experimental. Gymnas is a good example of the influence

which an innovative reputation has on recruitment. This school

had a difficult beginning and very few teachers have been appointed

as permanent staff. This has affected the recruitment of personnel

Teachers who usually teach at this level generally have found the

conditions too insecure and have not applied for the jobs. Also,

from the outset the founders of the school defined a new type of

relationship between teachers and students and created a new type

of management, which necessarily involved a radical departure from

the traditional. Consequently, teachers could not possibly apply



for jobs in this school unless they were sympathetic in principle

to the ideas.

In the Wovre school, as in the Oslo school, although on a

less radical basis in terms of teacher-student relationships and

management patterns, the teachers feel comfortable with a certain

educational ideology which has 3 respected tradition in Danish

education and which has found expression in the composition o1

the teaching staff in this particular school.

As we have seen from the case studies of Leicestershire Region

and the Countesthorpe College, the ideology of Countesthorpe was

formulated originally by the Director of Education in the county.

In its operation, the school has been very much influenced by its

Warden. In his study of the Leicestershire Region, Brian Holmes

(144) says about the recruitment policy of the region:

"What Stewart Mason and his committee tried to do is to

create conditions where teachers are encouraged to think for

themselves and then to put their ideas into prritice. .

Not surprisingly, therefore, Leicestershire teachers, being

free themselves, to work out what they feel is in the

best educational interests of the children, have over

the years passed on this freedom to the children."

The Thornlea school has had a different recruitment policy

compared with the others studied. The Director of Education in

the county has not tried to recruit a homogeneous teaching staff

to the school. On the contrary he has tried to recruit teachers

with different orientations towards educational developments. To

a certain degree this has polarised the staff with major consequences

for the process of innovation and it has also had major consequences

for the type of innovations, at least in comparison with the other

schools studied. While all the other schools tend to concentrate

on a certain type of innovative activity clearly reflected in the

objectives of the schools, Thornlea has been engaged in a variety

of activities which have relatively little in common.

The common denominator in York County is the climate for

innovation, which is reflected in the Director's and the School

Principalts attempts to find individuals who would be open to new

ideas and expect themselves and others to be engaged in innovative

activities. This appears to have been successful in terms of

reaching the school's objectives. Thornlea is certainly a school



open to raw ideas and heavily committed t) finding better answers

to educational problems. The recruitment policy, therefore, has

had a direct influence on the type of innovations, as well as on

the process of innovation in the school.

In the Tapiola School the National Board of Education appoints

teaohers(145), The local board, however, has a considerable

influence on the Tapiola School and advises on the recruitment of

teachers. Also the Hoard has deliberately built up a teaching

staff through incentives for innovative work, and the teacher rep -

resentative: or the Board have been chosen carefully to reflect

the educational ideas of the community. Over the years, therefore,

the school has collected a rather homogeneous staff which reflects

to a large extent the innovative ideas of the community. As we

have seen from the stuly, the type of innovation is mainly subject-

or:ented and method-oriented in the curriculum area. It is there-

fore through a combination of selection procedures and incentives

that the school has recruited over a period of time tne type of

teacher it wants.

stulies show that there is a clear relationship between

teacher recruitment patterns and type of innovations in the schools

studied. Different techniques have been developed to recruit

teachers for innovative practices, both formal and informal, and

n all cases this must be regarded as an important part of manage-

ment pra,:tioe.

It is pobsible therefore to use recruitment as an instrument

to as-:hieve certain innovative practices. What we have not con-

sidelsed, however, is the effect this may have on other schools.

If a few schools are known to be "innovative" and therefore recruit

the most creative teachers, two unintended effects may result. The

other schools could be "drained" of possible innovative talents;

and the contrast between the conditions in the innovative schools

ant the rost would be so great that dissemination of practices to

othtr schools would be difficult both because the practices were

too alvanced, and because a psychoogical barrier might develop

between the "innovative" and "the rest". This was exactly what

ha:Toned to experimental schools in some countries (e.g. Sweden and

Nor,hay)*.

Per Dalin(146) has reported in a study of the NCIE in Norway

that although certain schools are heavily engaged in innovative

activities in a certain district, it may well be that a neighbouring

* For further discussion see Chapter VII.
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"the Principal sees his own role as a "facilitator"

rather than .1s an initiator of innovation and policy.

While acting as a primary source of information from

the York County Board of Education, he seldom enters



into substantive discussion of issues within the

school, but seeks to identify emerging consensus

and to facilitate its development."

"Partly because of role definition and partly because

of his personality the Director of Instructional

Services is undoubtedly the most influential "idea

man" in the school. Whereas the Principal's

connections outside the school concern primarily

political, administrative and public relations

matters, the Director of Instructional Services is

one of the main sources of information about

innovations outside the school - innovations at other

schools, pertinent literature, current theory and

new ideas in education."

We can conclude that leadership has played a significant role'

in the schools, and also that the leadership styles have been very

different. We cannot, on the basis of our data, ,say Ithx, this is

so, or to what extent different cultures and local environments

facilitate the conditions for different leaders to function.

Very much the same conclusions can be drawn from the regional

studies: the leadership function is essential, and styles of

leadership differ. Teschner(154) reports about the role of key

individuals in Malm0:

"In MalmO's case at any rate - and this is true both

of the Research Department at the School of Education

and of the Educational Development Centre - it is

correct to say that the organisational context and the

climate in which the manifold experimental initiatives

originated were and are characterised by the thinking

and inspiration of the persons who played a vital part

in the foundation and shaping of the region's development

institutions".

The typical "facilitator of innovation" is described by

Loubser, Spiers and Moody(155) in the York region:

"From our interviews we gained the impression that this

style of Mr. Chapman is widely recognised and

appreciated in the system. It is thought that his

ability to attract highly capable personnel to the

system derives in large part from this style. Also,

a large degree of the innovativeness that characterises

the system, as we shall see later, is credited to the



fact ',ha' -Y tni- :Ityle of load.2r:'Li ;. au

atr.lhel.e of eand n,::po!blibility and nepect for

,atouomy renmeato: th ont:nniatton".

We 'ir,d or ccmmon :tic in leader:hip role:, (both

in t: c''1 the 1-.4*711:1, and tnat thc active ,-eare!i for

info. tm an k%Dwled,:o relevant to tloc innovative aotivitiez.l.

The Pevcs,n t ent: ,datiob
ob:

"Searching for interesting educational developments

wherever they can be found in print. and circulating

such findings to appropriate employees of the authority.

Thus a wide search network has been established to

retrieve from print ideas of relevance to educational

cnange".

Leaders of educational innovation as studied in our schools

and regions seem to have access to information and use it syste-

matically in the process. Since information is not a neutral

phenomenon, those individuals who control information have a power-

ful position, even if they are looked upon as "non-directive", or

"democratic". We do not have comparable data about the way infor-

mation is gathered and used. Since we have found (Chapters IV and

V) that most innovations are adoptions of innovations from other

places the information process seems to us to be a key factor

relevant for further studies.

It k:oes without saying that the director of a central insti-

tution set up to develop and implement innovation by our definition

must play a leadership role. This role is often characterised by

many frustrtions. Ovsiew(157) says about RBS:

"Cosidering that FIBS has had always to swim upstream

against the educational tide and that any rock in that

river of institutionalization could have killed it, the

leader must have been, at the very least, either a very

skilled or a very lucky pilot".

III the American and Canadian studies one can observe a stronger

emphasi ,:)n leadership than in the European studies. Usdan(158)
says:

"Ira Co=issioner believes that people are more

impntant than tables of organisatlon. When he

accepted the New Jersey Commissionership he wanted

soreri :ike the Assistant Commissioner to stimulate

thibkin6 and to generate ideas".



Althotq: tho Director of OiSE plays a somewhat non-directive

role, the leadersniy function is diffused throu0out OISE and is

exercised quite effectively at many points in the structure.

In the studies of the Schools Council, NCIE and NBE, one

cannot so easily observe the role of leadership. The Schools

Council in fact is run by three joint secretaries, which, accord-

ing to Nisbet(15)):
11 is a means of limiting the authority of the

Secretariat on the grounds that the Council's strength

must come from participation or it will fail in its

declared purpose".

Although the role of leadership is not stressed as important,

one can observe that the Director of NCIE, the Secretary General

of the and the Director of the BRP (Bavaria) have very strong

po.:;iiott in hierarchical organisations. Weinert and Simons(160)

say abnut the role of the Director:

"By comparison with the other staff members, the

Director is of course able to fall back on his fuller

information, greater power to take initiatives,

argumentative skill and ability to gain acceptance

of his own ideas coupled with the influence of his

position".

Their control of information, direct access to other influen-

tial institutions and individuals, and decision-making power

inside their institution give the Directors a unique leadership

role.

Case studies over a short time-space do not provide adequate

data for an in-depth study of the role of leadership. A longitu-

dinal study might have given more illustrations of the effects of

continuity versus change in leadership positions over time. One

might have postulated, as some of our data indicate, that in those

cases where the Director has influenced the institution over a

long period of time (OISE, NCIE, BRP), or where the same political

party has been in power over a long period of time and controls

appointments (NBE), the leadership role has had a decisive effect

on the direction of change as well as the process of change.
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Chapter VII

ALTERNATIVE ROLES OF RESEARn IN EDUCATIONAL INNOVATION

kducational research and development are in most countries

a relatively small endeavour but are growing fast in America,

Canada and most West European countries, although the rate of

expansion varies from country to country(161). The process is

becoming more and more institutionalised, and in most countries

institutions outside the universities also take responsibility

for educational research and development. This is true for the

research and development centres and the educational laboratories

in the United States established after 1965, as well as for major

innovation centres or regional development centres created in

Europe within the last five to ten years.

The growth of educational research and development has

resulted in new types of institutions. Although the traditional

institutions, mainly in the universities, have experienced some

expansion, the major growth has been canalised to new institutions

with innovation in education as the only or main mission.

This development implies to some degree a criticism of

traditional university research. This research has often been

criticised for being irrelevant to educational policy, and its

management has been criticised for poor organisational and ad-

ministrative arrangements and inadequate provision for information

and dissemination.

The change from university research to large-scale research

and development organisations in most countries has teen regarded

as a strategy to increase the relevance of research and to increase

its impact on educational practice.

Although this change in the organisation of research does

not necessarily imply a change in the role of research, this

nevertheless has been the result, as we have seen above (Chapter

TIT). Tn this chapter we shall try to analyse alternative roles

of research. In doing so we shall analyse and synthesise our

knowledge about the P-R-D-D model which illustrates one important
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0 and later discuss other roles whith emerge from

the oan k! st.!lor taok cliapter rr. page

What are the ohjectives of elticational researoh The role

2r oli,catiotial rosearoh is obviously connected with its objectives.

Pide EL reicnt -FET rep)rt oays C, this point(167):

"In toms of its actual and potential ,»usequences,

researoh influences praoticiilly all i-i:oietal goals,

but in praoti)ally no case is research the only

means serving thoce goals. As a field of polioy,

research has no independent goal structure.".

The usual definition cf educational research, however, is

conoornel with whether this activity i an instrt,mert of educa-

cational goals in general. or serves activities )rdertaken by

edu)ational institutions. The problem with these definitions,

as Elle also points out, is that these definitions of educa-

tional research are meaningless if, in fact, educational policy

has no :tolls of its own.

7here is a cleat- trend in the countries studied for the area

educational policy to be interpreted more broadly. In some

.uoses, ci so, ducational research institutions have been given

a wider mandate than before and one can foresee a radical shift

of emphasis fro traditional pedagogic research concepts to re-

search into learning as a function in society. lius4n reports on

a polity that has evolved at the Institute of Education at

7niversity(!):

a system of methods for exerting influenoes

that must be adaptable to the specific determinants

in every part c_if society, which will retire changing

the norms, ideas, skills, eto., of individuals acting

irthe system" (:;tudieplan, bET p. 1). "As thus con-

ceived, the discipline of education is looked upon as

,goreral :-cienco of behavioura7 changer. Tn concrete

terms it signifi.os that research into problems of

rcoial welfare, old-age care, penology, and other

special therapy is considered as belonging in part

to the realm -11' edutational research."

As we have seen from tie case studies. more of the institu-

titno studied has conceived educatit,nal research in this broad con-

text. They play, however, different research roles in relation to

educational policy and in this chapter we shall le concerned with
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these lifferentrclationships and their implications for the inno-

vation process. We shall disoutAs the following roles of educa-

tional research:

1) Research in the P-R-D-D model;

2) Policy -:'rierted eacarch;

c) Research as "informative criticism" in schools.

A discussion of research roles can have different orientations.

We shall be concerned with questions related to the nature of re-

search (in contrast to other activities in the process of inno-

vation), to problems related to the definition of research (who

defines it), and to questions about "target populations" (research

for whom).

'THE PLANNING-RESEARCH-DEVELOPMENT-AND-DIFFUSION MODEL

(P-R-D-D model) .

It has been one of our main tasks in this volume to analyse

the proces of innovation and relate our observations to the

model. We began by considering to what extent in the

innova'ions studied the underlying assumptions of the model could

actua.ly be demonstrated in practice. Only in a few cases did we

find that the proses: is mlinly a rational and carefully planned

one. Although all th phases in the process are important factors

in any innovation studied (although severely "under-developed" in

some oases) they are seldom sequential. The model also builds on

consensus as a bas:s for action. One of the striking findings is

that this basic agreement is seldom achieved, and therefore

strategies other than empirical-rational ones are used.

The model is based on the assumption that carefully planned,

developed and tested programmes can be disseminated throughout

the whole nation, and this implies a readiness of local school

districts. schools, teachers and students which is probably un-

realistic. Reso.roes are spent in the development process, while

"host readiness', the willingness and ability of the user to "take"

the innovation, may well present a greater problem than the product

development itself (see discussion in Chapter VI).

In all the studies of central institutions, as well as in the

Malm region study, research plays an organised role in the major

development projects, especially in curriculum development projects.

In the mid-1960s the role of research in these projects was con-

nected with the evaluation phase. The researcher was seen as a
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resource person who could evaluate the benefits and side effects

of a specific project. Quite soon, however, the researchers began

to play a role throughout the whole process, being involved in all

phases from planning to evaluation and revision. The reason behind

this was that the researchers could not realty play the rote of

evaluators if they were not involved in the definition of the prob-

lem. Quite often practical development projects were of such a

nature that no reasonable evaluation approach could be used without

a much more precise definition of objectives and a more precise

planning ari development cycle.

A good example of this research role, and of the problems

involved, is to be found in the project of "Rsmedial Teaching at

the Xalmt3 Educational Development Oentre"(164).

"The example of remedial teaching makes it clear that

evaluation must not be interpreted - at any rate not

exclusively or primarily - as a well-defined and rela-

tively late phase of an innovation process. Instead,a

wIrking pattern was adopted which is best described by

the German expression 'wissenschaftliche Begleitung'

(apparently no real equivalent has so far been found

in either Swedish or English). This expression connotes

a procedure whereby a field-controlled or a more or less

politically-controlled innovation strategy is subjected

at relatively early stages (e.g. the problem-identification

phase or the objective-revision phase) to scientific

inspection and its interim findings, without direct

control of the project being surrendered to science or

the scie*.tists. In principle this is the underlying con-

cept of the entire Educational Development Centre,

although the remedial teaching project is one of the

few concrete projects in which it has really been applied.

In fact this procedure is limited, on the one hand, by

the willingness of the initiators and controllers to

await and have regard to scientific findings and on

the other, by the willingness of the scientists to invest

their expert knowledge in a project controlled by others."

The researcher, as one can see, plays an expert role in this

context though he is not himself in charge .of the project. The

same role is evident,with modifications, in most of the institu-

tions studied.
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in the School: 1,itincil the rile of research is clearly, de-

fined as a background to development work. The type of investi-

gations which are undertaken by the research staff are therefore

usually short-term and have a clearly defined object. Some of

the work is of an advisory nature, giving advi.T to the Council's

committees on research needs, helpivg in project design and main-

taining contact with the projets in the course if their work,

and in particular helping to assess the possibilities and limita-

tions of the projects.

This supportive role of research is defined in the 1969

report(t6q:

"The Council only finances educational research when it

can foresee a return in terms of help to teachers in

devising a curriculum for the pupils with whom they are

!onerned,... Research therefore merges naturally with

'development', which can be defined as the rendering of

the resulty of research into a form which will be of

practical use to teachers."

The first report in 19C took a wider view, i.e. that the

ouncil should be ready to fill research gaps, even by fundamental

research if the needs of the schools cannot be met in other ways.

The lirector of Research in the Schools Council in a recent

article(166) expresses the view that although curriculum develop-

ment has so far avoided the need to initiate large-scale research

projects, fundamentals cannot be ignored in the long run.

This is a point of view which is also clear from the study

of Research for Better Schools (RBS) where it is stated that

"base line" data are needed for further development work and that

closer ties are needed between more fundamental research and

development work. In the RFS, as well as in the Schools Council,

there is no clear distinction between research and development,

but in, both cases the development activities are the major concern.

Orly in the last few years has research played an important

role in the development projects of the NCIE. In contrast to

the situation in NCIE, PBS, Malmo and the Schools Council, the

trojects in RISE are to a large extent controlled by the resear-

chers themselves (not only "wissenschaftliche Begleitung"). The

institution has many similarities to a university setting with

the departments, profeosors and other resources which are needed

f) a graduate programme. Tril is in fact responsible, through a

special agreement, for the entire eralv.ate programme in education



at the niversity ,f Tor.,nto. The denetTment pro:l.ects therefore

are planned, developed and oontrollel i,v educational researohers.

As we have seen before, however, they are only loosely connected

with, educational decision-making cr day-y-day school protlems.

:L :ersey reseano efforts are not very far developed,

although thre is some research corneoted with evaluation of

development projects. IL invarin the situation is rather diffeneA

sinoe. as yet, development pre,:ects are rare and therefore the

q.estion has not yet arisen.

Thus with the exception of Or:E and, in some degree,

research plays n supportive fu notion for development work. and

the sit..zation described in Xalmd is, essentially, the situation

m:st institutions studied. Research is increasingly playing

a vole in the planning, development and evaluation of innovation

bt it is et a:1 a cupport function and has authority only in so

far a it supplies information "relevant" to innovation ("relevance"

is ',17ally (efined by other s. and not by the researchers).

Y.ven tno';g develorment is a new term in education, it has

been -isei a long time in the educational history. It is only

r.?cently, however, that levelop.ment has teen connected with research

and cl,aned into a systematic process.

The cht,nge from rather al hcc development efforts, which have

been the main, emphasis in the past in edu-oation, to a more systema-

tic development pro.ecs :an be summarised in the following points:

A wider cc-operaticn between professionals has been

established to identify problems, design new solutions,

develop new materials, try these materials out and

evaluate and revise the developments.

revelopment work is always tested in real school

situations and feedback from these experiments is the

basis for new creation and development.

The development work in most cases fries to use more

.o:oistioated and systematic planning techniques and

evaluation techniques as a basis for the work.

In most cases the development of a product is only

the first step in a dissemination and implementation

process in which sophisticated techniques are used

to get the developments integrated in day-to-day

school practice.

In theory, therefore, the new type of development which we

are 7onsidering is Lased on some sort of an "engineering model"
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which, 'L1rc at .,Tferirg 'Le .,chools new and better techniques to

solve their educational problems. Ac we have seen in the case

ctudies, however, the model is used only in a few races, mainly

in uArrtculiim devel Tment work.

M.s leir cid, h,iwever, we shall t,y to establish how Tar

the type of devel)pment work we are dioeussing here has oontributed

to eduoational development in general. and what benefits it has

for the innovation process. Traditionally, development in edu-

cation has not strictly been connected with the planning-research-

development-and-diffusion model. Tr fact it was ',,11 activity in

its own right where the oreation and design of new educational

practice was the main concern and where evaluation and research

played a minor role, if any at all. It is quite clear that major

reforms like the comprehensive school reforms in Scandinavia could

n. t have been carried through without large-scale development work.

The result of all these efforts was that new insights were gathered

about the learning process, not so much because of the successes

of developert as because of the failures. in most work of this

kind a typical trial and error process operates and it is hard to

predict the outcome.

Tm this situation, however, in all the countries studied,

greater and greater emphasis was laid upon more thorough planning

and control of development, and more sophisticated research and

evaluation techniques were designed to do this job. The trial and

error method of development had many side effects and the need for

a more systematic planning, research and evaluation cycle was

foreseer. The reason for this was the feeling that insight could

be gained much faster in this way, and also that uncontrolled

experimentation could easily produce a backlash, since the public

would claim a right to control what was happening to their child-

ren.

The next important result of the development work has teen

the cr:eation of a capacity in the educational system to cope with

more sophisticated demands from society. Tn the late 1950s when

it was clear that the curriculum had to be changed thoroughly if

it was to cope with the needs of modern society, few educational

systems had the capacity to develop new curriculum bases. On the

one hand, the increased amount of knowledge in each discipline,

and, en the other hand, the need for new Ideas to be tested in

real school situations meant that some systematic process of inno-

vation was likely to be adopted. There were few institutions, if

any. to do this work and few people who had the orientation, the
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mctivation and the skills to do so. The situation today is diffe-
rent. In the countries studied a growing capacity can be observed

for this kind of work, in financial and organisational terms, and

in terms of motivated and qualified personnel. This is particular-

ly t'J at the central level, but it applies also at the regionol

level.

In the assessment of development as a new function one is

struck by the effect that this work has had on personnel develop-

ment. In all the countries studied development work has recruited

a number of talented people and the work has given these indivi-

duals a unique opportunity to create and test a number of ideas.

As this is a deliberate personnel policy, in some cases develop-

ment begins to play an important "training" function in the edu-

cational system.

Is development research or a separate type of activity?

1;evelopment has been defined by John Wirt(167) as:

"the creative process of inventing new products,

r,tems or procedures".

As seen in those cases where the P-R-D-D model is used,

development cannot easily be distinguished from research. Both

are creative processes, systematic, well defined operations and

directed towards the same goals.

There are few areas in education where a clear set of limited

A-.,le tives exists. This is probably one of several reasons why

the P-R-L-D model is unlikely to succeed in certain educational

problems.

Often where objectives are operationalised, only the cognitive

variables are taken into account because they are more tangible

and accessible to measurement. Therefore products are created

which reflect certain parts of the goal structure and there is a

great danger of producing side effects not directly related to the

more broadly defined educational objectives. Education differs in

this respect from other fields like industry or agriculture or

medicine, where often one-dimensional goals reflect the existing

decision-making structure.

The model also implies that education can be treated as a

"system" in its own right. It is unlikely that education can be

treated as a system since its boundaries are not well defined and

sine its goal structure is both wide and internally contradictory.

If, therefore, education as such is not a defined system it is

rather difficult - if at all possible - to define any sub-parts of

this entity as a system.
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Any development project following the P-R-P-D model must

therefore be based on the selection of certain objectives as prio-

rities. Obviously this selection in itself is difficult and even

then one is left with the question: who is in the right position

to make the selection, of prioritieo far the large-scale de-

velopment projects which use this model have tended to concentrate

the work in relatively large organisations, often connected with

central decision-making but in some cases as independent organi-

sations (PBS or OISE). Tn all cases, however, one is left with

the impression - in particular since the prolem-identification

phase is weak in all these organisations - that a fairly small

nucleus of staff makes the decisions in launching curriculum pro-

jects. This is a feature which was unknown only a few years ago.

Previously, either the decisions were taken on the central level

and were left broadly to be determined by the local authorities

or the schools, or they were taken by the headmasters or the

teachers in the schools themselves. The researcher, together with

the people who are in charge of development, is therefore creating

a function which is not only a research and development function

as such but a rather powerful role in the education decision-

making process.

A side effect of some development work, particularly of the

earlier developments, was that the teacher was left with a somewhat

mechanical role, no longer having responsibility for the formulatir,n

or interpretation of objectives; instead he had the rather passive

role of organising the instruction in accordance with the prepacked

solutions. This applied even in the projects where the development

organisations tried to involve as many teachers as possible in the

development phase. Quite clearly, the number of teachers who were

not involved in the development process was far larger than those

who were.

It is clear from the studies that the teacher in the tradi-

tional classroom situation has generally been left with the choice

of traditional ex cathedra instruction due to lack of material

(either for group work or individual work). New types of develop-

ment. with a variety of choices for learning situations, have

created new opportunities for more flexible instruction.

These later developments have tried to prepack a curriculum

as units into a programme with alternative contents, methods and

organisational alternatives. Tn these cases a choice among these

prepacked alternatives is left to the teacher. Does the teacher

in this case really have a choice? That depends upon the degree
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which the alternative packager are real alternatives. Noreover,

it depends on the understanding of what the teaching-learning pro-

cess is all about. If one understands it as a creative dialogue

between teacher and students and among students, certain prepacked

:essons can limit the choi.es rather than provide alternatives.

As we observed in Countesthorpe College, one of the main

problems for teachers was the lack of available material for in-

dividual instruction. It is a clear 'conclusion from this study as

well as from the F./dovre. Thornlea and Tapiola studies, that

teachers want material for individualised instruction, but they

also wart to have maximum freedom concerning its use. Interest-

ingly enough, the examples where the model has been most success-

ful have been in subject areas in the curriculum field where the

objectives are mostly of a cognitive nature and relatively easy

try-r.perationolise. Other developments show that in specific areas

where well-defined knowledge and skills are desirable the model

ca.n be adapted successfully.

There seems to be evidence enough in the case studies to con-

clude that readiness in terms of motivation of the users (students,

teachers, parents, administrators, community) is clearly more

important than the "readiness" of the product to be used. Yrom the

studies of the central institutions one may be tempted to conclude

that a systematic research-oriented development process provides

the key to improvement. The case studies of regions and schools

make it clear that this is only one aspect, and maybe not the most

important aspect of the problem,

'hase('W having studied the h process over a lifetime.

says in a recent paper:

y studies of educational research and development

and observation of pioneering schools in the Ji.lited

States and other countries leads me to be sceptical

of the concept of a perfectly engineered and user-

proof system. Even if freedom of choice is only an

illusion, as some behavioural psychologists assert,

It is an illusion that affects the extent to which

p..2rsins will commit their efforts to the success of

an enterprise."

7n a background paper for a Congress sub-committee Chase

tlirther concludes(169:

"Let no one imagine, however, that the vrgently needed

improvements in education will result simply from having
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one type of orrant3ation design and develop products for

use in schools, colleges and other oducational agencies.

The adaptation of educational institutions to the reeds

,:)f our times requires both incremental and reconstructive

Aanges. These changes cane -)t produce the desired effects

unless there exists within the adopting agencies a pre-

disposing set of conditions.

The 8uccess innovations is increased when:

1. A preceding analysis by members of the adopting

agency has identifiel poorly achieved objectives, low

performance o' 'tions to which the agency is committed,

and/or newly Uentified needs for education which require

attention;

The ,ffects which the adopting organisation wishes

to achieve have been specified as explicitly as postible;

The choice of a particular innovation or set of

ii,n,ations has teen made after careful examination of

available alternatives;

Personnel in the adopting organisation are given

help in making the changes in their own roles and be-

haviors which are required to gain the full benefits of

innovation;

5. The clientele to be served, including students,

parents. and others in the community affected are in-

volved in the definition of needs and decisions as to

tbs.: nature of the changes desired."

POLICY-ORIENTED RESEARCH

In those countries studied where the central institution in

one way cr another is connected with the educational decision-

making structure, the role of research in relation to decision-

making seems to be a major issue(170). (See task No. E, Chapter II,

pp.56 and 57.)

in Cveden, where educational objectives in general are accep-

ted on the basis of definition by Royal Commissions and Parliament,

resear7.11 is seen essentially as a means of clarifying certain

issues or of supporting certain policies(171). This was evident

already in the early 1'7)5Cs when the experimental programme for
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the new comprehensive school was guided by educational research.

The researchers were asked to concentrate on those practical prob-

lems that were "produced" by the new educational reform. From the

start in Sweden educational research was looked upon as a service

function for educational polity. The clear implication of this

view is that those who decide educational policies should also

assume a role in defining the problems of educational research,

contracting out to research institutions and individual researchers

those projects which are considered essential'for the implementa-

tion .)f the educational reform. This does not mean, of course,

that the educational researcher is not critical of the implemen-

tation of policy (as for example in the curriculum guidelines

from WBE). The overall political and social objectives tend to

be taken for granted, however, although Parliament has stressed

the need for research which does not take the general development

in society for granted, but questions the "trends" and helps in

the development of new policies.

The same link between educational policy and educational

research is obvios in the case of the Bavarian state Institute

for Educational Research and Planning. On the reason for the

founding of the Institute Weinert and Simons say(172):

"Irk 1)66, however, the Deutscher Eildungbrat (German

Edua,,ion Council) was formed with a view to

standardizing and reforming the German school

system. From then or there was a much greater reed

for scientific evidence in support of regional

ideas; political tacking was no longer enough."

The task of the Institute was 'examining school

and educational policy problems at the request of

the State Ministry of Education and Culture, and,

in particular, preparing studies and plans in

co- operation with persons 16-ho have active practical

experience in all types of schools.'"

The Ministry of Education and Culture also uses the Institute

for short-term assistance in reaching decisions on matters which

lie outside the scope of its priorities. This work consumes up to

70 per cent of the Institute's capacity and therefore links it

even closer to the educational decision-making hierarchy. This

close in with the Ministry has led the Institute not to embark

on research until it is fairly sure that its activities will meet

the needs of the political decision-making bodies.
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, many of the researchers themselves oppose this close

tie with :t?anal decision-making. This is illustrated in the

Malmd '1:,r(173) where conflicts have arisen over the rela-

tions? en educational policy and educational research.

.=!cme .t. not satisfied with tie role of finding solu-

tions iy-tated objectives. They want to question the

-solves ant, still more, the methods proposed for

rittail* e cbjectives. This seems to happen more and more

ever 7rojects contracted with NPE.

-1..zthcrities in Sweden do realise the problems involved

in central control of educational development and research. In a

recent memorandum Sixten Marklund (who is director of research in

NBE) says(174):

"There are no 'correct' interpretations, but a local,

regional or national school authority may regard

certain interpretations as better or worse for the

general, interests the school has to serve

A necessary commitment to development pre-

supposes that the person concerted be allowed to

participate in the interpretation, testing and

evaluation. C.onsequently a remedy for the aliena-

tion flf the teachers, to which we have referred,

consists in constrctive development, in the testing

of new methods and materials, in appraising the

results, in the communication of such results to

others (horizontally to fellow teachers, vertically

to regional and central authorities) Thus

development work is largely the active interpretation

of the objectives of the school."

The educational practitioner therefore, as well as the educa-

tional researcher, is invited to participate in the interpretation

of the educational objectives. Liberally interpreted, this gives

a large degree of freedom to local initiative and to educational

researchers.

One is inclined to think from the experience of the 1960s,

however, that central authorities will have difficulty in speci-

fying educational policy in a form which takes local experience

and research results into account. The Malmd study underlines

that in the study plan of 1969, with the introduction of the

flexible grouping system. the authorities did not take into account

the findings of the systematic experiments. In some cases the
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mjcr publiTholv prJceedel faster with Lf:W "teaching-learning-

.oystems" *In lenirute from a research point of view, To come

extent therefore the central authorities found thcmselves faced

with a "fait a000mpli",

In the -ace ntudy hayaria. Weinert and Simons wtT.I.16 for

a research role!

"Attention, 11,.n,..ever, has lso ,eon drawn to the fact

that ns a basic principle the aim of such an Institute

should not merely be to share opinions and prepare for

decisions: it should also appraise existing decisions

oritically and urge a review when this seems necessary

in the light of scientific evidence or expert knowledge.

1:owever, doubts have been expressed as to whether these

expeotations can be met by an Institute which is lireotly

dependent or the Ministry of Education and :ulture."

This view is based upon the assumption that educational

policy an be tested against "scientific evidence" cr "expert know-

ledge". In. some 'Alys this would place the researcher in an ovalna-

tive rote vio--vis the policy-maker, assuming that someone

Acull and is able to take an "objective" eiew. We have consider-

able doubts about the desirability and the probability of this

point of view.

The situation in Norway can, to a large extent, be compared

with the situation in Sweden and lavaria, The NIE is connected

with the Ministry of Eduoation. Its budget in approved by the

Minister and to some degree the ''councoilis research priorities

are supervised by the Ministry. Ti , some extent. however, as in

the oase on' P.avaria. the NItIE he the responsible development

agency has a role in the critical analysis of effects and side-

effeots of the innovation-policy.

Tho situation. in 7iew Jersey is somewhat different. Reseorch

in Acre in m,,ch closer as with the rrepartment of Education.

The distinctions between planning, research and evaluation are rot

clearly defined - probably or purpose - and the FP?, to some extent,

is a "think tank" where Innovations are created which later tecote

policy.

the choolc 0ouncil and OI (except for its graduate

programme) are rot directly corrected with educational policy.

They are all three established, however, as development-oriented

organisations and obtain their funds for these kinds of activities.

,to far their impact has been largely in the form of products
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aimed at impraving oducational practice in the present context.

and seldom to raise questions about the educational policies

themselves.

The relationship between policy and research has been debated

over the last hundred years. The role of research has shifted

emphasis from the free, aaemic research tradition

largely '.,nrelated to politics, to a policy-dominated research,

urged by OECD (among others) in the sixties, based on the assump-

tion that research in general is an important factor in the econo-

mic oTowth process. Today we are probably seeing a shift in

emphasis again towards research that plays a more independent and

actively critical role in society(176).

Hus4n(177) describes various types of educational research.

The first type of research is related to educational structures

and problems concerning educational objectives and differentiation

problems. This type of research is highly related to political

objectives. The other type of educational research fOcuses on the

classroom situation, concentrating on teaching/learning problems.

Hus.4n chooses a comproise view on the relationships between

researchers and polio;; - makers. The relationships should reflect

"a proper balance to establish good liaison with the policy rakers

without becoming evangelists and without scaring the other partner

into withdrawing his support".

If research, however, is to be able to play a role which

reflects its possibilities and limitations, it has to be realistic

about its uwn mission. In his discussions of different perceptions

as reflected in present research, Messick(178) concludes:

"What is at issue is ideology, It is not the implications

of research results per se that are to be implemented

in the proposed strategies, it is the implications of

research as interpreted or filtered through a particular

ideology about the nature of man and society. Tn this

sense, research does not directly determine the aims of

educational practice or educational change, nor should

we expect it to. It instead serves to refine, to

ustify, and in its finest moments to challenge direc-

tions that are primarily ideologically determined.

Its most powerful impact comes on those rare occasions

when it stimulates a change in the mediating conceptions,

especially when it produces a change in our conception of

the human being as a learne,.."
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Fide, In his study of Educational Research Policy(179) intro-

duces the tetm informative criticism as the proper role of research

in the educational system. fly this he means that the researchers

have the responsibility for bringing all relevant information to

the users, who may be the policy-makers, or other user groups in

the el.::ational system. Research information will necessarily be

used to support policy, but would also ensure a debate about the

policy, bringing into the open all relevant information about the

issues in clear and readable form. Educational research, as Eide

sees it, should have a pedagogical function in the system, helping

to foster critical attitudes in and outside the educational system.

RECEARC AS "INFOFnTIVE CRITICISM" IN SCHOOLS

The role of research, its impact and its relevance is directly

linked with the question of whc defines it. We believe that the

analysis above shows that research by the nature of its relation-

ship policy-makers serves certain objectives and certain in-

terests defined by policy-making bodies. This, of course, is not

ne.:'eosarily wrong. It should, however, have implications for the

way reAearch findings are used.

We are concerned with strategies for innovation, ways in which

urgently needed renewal of educational practices can be facilitated,

'an research play other roles than those described above? There are

in fact very few examples of alternative roles (at least in the case

;:tudies). We do, however, see a clear need for research at the

sThcol level, defined in a dialogue with the user, done in co-

operation with him, and used by him with the help of the researcher.

Research is not an integral part of day-to-day practice in any

of the schools studied. We have seen in. Chapter III that evaluation

.s the weakest part of the innovation process in the schools. In

cases, however, research is done in specific projects - for

example, it Ihornlea School, where a number of research studies have

been - arried out by the Research Office in the Division of Planning

and 2evelopment in the County. The same is true of the Experimental .

Gvmnas in Oslo where a number of research projects have been carried

out, some by the Research Office of the Education Department in Oslo.

In the case of flew Jersey an education specialist with a research

function has teen connected with the Model City Project where he not

:Illy advises but remains "to live with the consequences of his

actions" - as '..isdan puts it(180).
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Except for the last example, the research function is really

not connected directly to the day-to-day schoc1 practice but is

limited mainly to an expert role of assisting decision-makers or

directors of large-scale development pro,lects.

The case studies illustrate that schools cannot normally be

expected to adopt and adapt inrovations disseminated from other

places, but partly at least have to work out their own solutions

to their, own problems. If, then, the individual schools have to

learn their own lesson, how can research help them':

From the analysis of the schools we conclude that research

can play the following roles directly connected with individual

schools:

1, To help identify problems, clarify value conflicts,

power relationships and decision-making problems in

present practice (problem identification).

Ti help identify alternative practices for the

school, together with the staff and the students

in the school. (problem solution).

To help the school to link its resources with

outside resources in the County or outside the

Pounty (linkage).

4. To help the school to set up development projects

that can serve the purpose of a continuous learning

experience for anyone involved (development).

To help schools evaluate these learning experiences

and to revise practice along the line (evaluation),

These suggestions indicate that researchers can play a direct

role in individual schools - although the "research function" must

to widely defined. This function, may look like the "action-

research-approach"(181), an increasingly popular research approach

also in education. There are many common aspects. The danger in

both approaches is that the researchei: unconsciously enters into

the process with in-built values and goals that he warts to p'.1rsue.

or during the process (consciously or unconsciously) creates a

power-base where he advocates certain values and goals.

The active involvement of researchers in the schools (as else-

where in the system) can only be defended as a "consultancy"-role

with the main objective of assisting in an on-going innovation pro-

cess by bringing research information out in the open and thereby

creating a critical attitude which penetrates the system.
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ilart.c.r VIII

PAERIEES AND UNINTENDED EFFECT.;

In our stuiy so far we have used a number of examples to

illustrate tb problems of "barriers" in elusatiOnal innovations.

In the case 01' the schools, for example, we have seen that in

spite of all good intentions from the techers and the school

aiministration, prents and students at the and ao expect the

selicol.; to rform aocording to traditional output eniteria, even

after years of experience with new educational panctides. These

reastions, as wel as a number of others which we have referrel to,

are in fact barriers and unintended effects in the innovation pro-

cess. In this chapter we will look more carefully into some more

basic factors that might explain several of the unintended effects

in the innovations :itudied. We do not necessarily look upon them

as unwanted effects (see task No. C, Chapter II, page 57).

3TAILITY ADD CHANOE

Dearly every book on innovation starts with a description of

our "rapidly ohanging society". The argument goes as follows:

'Changes happen all around us and the school has so far not been

able to adapt itself to these tyres of change. Only a couple of

generations ago the changes that took place were merely connected

with the slow evolution of society, mostly connected with the take-

over of the new generation. Now, however, the changes that used

to take place over a whole generation happen in a few years.

Through mass dommunidation, modern technology and science we have

entered a period of rapid growth which will continue and even

'ncrease",

It is undoubtedly true that a number of changes take place

today which would not have taken place only a few years ago, It

is also true that these changes happen more and more rapidly. What

is not necessarily true, however, is that the type of change
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characteri.led by rapid economic and technological growth will con-

tinue in the future. Pringing up children in a climate of restless

change may be as dangerous for the new generation as bringing them

up in a climate without the dynamics of change. One might well

argue that the moot important concern in education today is the

upbringira of children who can critic:111v evaluate the direction

of change, on the grounds that much of the change we see around us

could be described As change for the cake of change. It may well

be that a generation which has somewhat uncritically looked on

growth as the basis for human happiness and life is not the right

generation to guile the coming generations into a future which may

look lifferent.

What we are concerned about is the attitude of uncritically

engaging in the innovation process without a much wider considera-

tion of its purposes and unintended effects. This is not only a

problem in elucation but a general problem of social and techno-

logical innovations in society. While uncritical use of natural

resoures may be the major concern of our generation, uncritical

use of human resources may well be a second major concern. We do

not question the noel to establish an educational systei7 which can

respond dynamically to present-day problems, but we do question the

need for a system which is engaged uncritically in continuous

change.

From our case studies we have seen that students, teachers

and parents often have second thoughts about many of the innovations

which go on in the system. Sometimes these reactions reflect the

seep noel for security in the lives of the people who are influen-

ced directly by the educational system. After reading the descrip-

tions of innovation we believe that there is a serious need for

stability in the system as much as there is a need for innovation.

How can a system reflect both the need for stability and the

need for innovation? We think that this basic problem cannot easily

be anowerel in the study from the results of our case studies.

There arc, however, certain points which have already been identi-

fiel in this study:

1, Time

Thanges in social systems take time. We do not believe that

this is nesessarily a conservative or pessimistic statement. any

of the "barriers" which have so typically been exposed in the case

studies reflect merely a need for more time rather than anything
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else. But most Af,11iCh makers do not take this particular need

into consideration. On the contrary, many systems seem to operate

Under the ideal of as many "results" as possible in the shortest

possible time.

L:sme of the funding prineipes, for example, particularly

those studied in the ease study of the and New Jersey, raise

just this issue. One cannot in any sense expect real changes in

social systems in half a year to one year. If the need for success

and "accountability" is so great in the system that an innovation

has no real chance to prove its possibilities we shall very soon

create a system that will tuicriticaliy, and unsystematically, try

to show "results" in a quite unrealistic time span.

Problem identification

As we nave 'already seen, the weakest part of the innovation

process is the lack of a systematic problem-identification phase.

Innovations ,ie so often started on the initiative of creative

is an innovation the proluro of a careful

search for better answers to problems which are commonly felt.

!oitieh more time should probably he spent in a dialogue with those

eosle who are directly concerned in the definition of problems in

the system. Seldom of course will unanimous agreement be reached

tut one might come to a conclusion that a certain innovation is

worth trying 31H that trying really means trying. It does not

mean a ''fait accompli", but a starting point for a continuing

dialogue.

S. Learning,

Any innovation process is a useful learning process for those

who initiate and develop it. The outcome of this learning process

will be different from individual to individual. Some will feel

great satisfaction with the outcome of the process, others will be

more sceptical. and others will be indifferent. The real learning

takes place when these groups of individuals try to understand w1.2/

the outcvi:es are different. Innovations are not "good" for every-

body. Usually one finds that the benefits vary from individual to

individual. Only when a system understands the real effects of its

own practices, and in particular the effects of planned in.)vations,

will the system be able to establish the balance between stability

and change that will serve the individuals involved.
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oico cite' were chosen to chow innovation., in

I. 0 etide7., to try to unierc.tand the pro.,.ics of

, A. uninted!el U. .i-leotdon

um wic were ho' ii where unrest and conflicts

wcre [h apite of this, howovev, we have oeen

!.1.V:bcr exicting in Ulf. oi'gaioatiorn

Wt.11 re.wIting from the innovations which have been

A i:.ajor eodclucion, in f[1,..,t, hac been that only in

eon:c!,ou.1 the basic for innovation in education

an! that are a natural (oon.lequence of conflicting values

an! -;.'.H nt-recto.

A in the typeo of planned innovation whieh we have

ani analysed lc that they fall very easily into a pattern

ctrategiec that produce long-term reoult.; but lo

net ne.-ecarily re:3rond to the unrest and the conflicts in the

ow ic it pocoible, on the one hand, to manage a planned

innovatie!. prbce:..! over come years and, on the other hand, to reo-

onl to day-to-iay unrest nil oonflict..1 in the syotem? How can one

b,ine fire-fighting and long-range fire prevention?

There :eel% to be two differeat a.nowers to this problem:

It in 000ible to cenoider long-term and planned innovation

ac an 0 ri::anise..1 activity in itself, and the unrest and conflicts

n tde cystem a.: ia.actiono that have to be dealt with as

hiv-to-lay 110!) .'r., that do not neoecsarily influence the long-

term inrovationo which are being planned. In ouch a case, the

mana,7ement responoibilitiec will probably be divi-

de: it, a way that refle:ts innovative responsibilities on the one

ani ::ciintenance reoponolbilities on the othcr. The great

ncgerc of ho',;.'; _r, are that the long-range inno-

vation activitioo are ereatol in a cocial vacuum and that the

at I:; alminictrative nrebiems are isolated from the recearch and

dev. cm men 4, r,

Thc, other solution i to look on the uhreotio and conflicts

U.- 7,7t"' i ac rain reoources for problem-identificatien and use

thic ac ihput in the planning proce:ni. Probably, however, thic

will recult in the following i.attern:

I) the r: -no of develoment wit to a large degree be

decentralioed !rocecs taking place in the individual

schoolo iri regionc,:

l) there will be little long-range innovation planning,



may take place in only a few areas where it

is tossilAe to come to agreements on co-oriination

anI common levelopments.

As we have seen from the case stulies the countries in general

terms fall into ,_nc of these two sateories. lie country so far

has teen able to gcnerate a system wb e untaist and conflicts in

the cyst are usei in A creative way to modify present practices

while at the sa;!:e time using this learning experience to influence

I ong-range innovation projects in a ti cal way. There are many

reasohs for this, some of an organisational nature, others relating

to vested interests in different ,.:Tour -s (the teacher community,

the researdi 'ommunity, etc.) mainly arising out of different 1,er-

seption of the innovation process itself.

11,ANN AND ::iFATF.-S hCISS

At the hiiiviluil level it is i,ossible to observe a problem

n the innsatien process '4,ich, to some extent, is parallel to

the iroblem 'r. I' abcve at thi ihstitutional level. This is

the nrodlem of ihvolvirg inlividinils who like to play a creative

role hi :roj,cts which demand a systematic an planned role beha-

viour. In the Thornl tuly, for example, this problem is refer-

red to several times with the following conclusion:

"iicwever :t seems that ?reativity and systematic evalua-

tion are somewhat incomitible, with an ileal balance

between the two difficult to achieve"(182).

This nrolodem is observed in many of the case studies, not

least in the central institutions where a systematic and evaluated

process has been a major objective. In some cases this problem :s

"solvei" by a specialisation in roles, The creativity aspect is

often connected with the leadershi: or "change agent" role. Nore

systematic behaviour iJ achieved by giVir.r researchers an important

role in the whole structure of a ;,roject from its ilanning through

to completion.

Usually, however, this conflict is not resolved. Some teach-

ers with crestive ideas never get their ideas challenged or modi-

fied into viable projects. Sometimes this haprens because, what

they consider a bureaucratic process is destroying their original

:leas. Sometimes it ha:cpcins that the personalities who show a

high degree of creativity can seldom work in teams where systematic

i,rocesses arc necessary. In other cases creative individuals are
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riot rewarded l'o their creativity but rather punished by a system

which favours routine work.

This conflict appears to be a basic problem which cannot

easily be reoolve(i. We are again back to fundamental considera-

tHr.,1 of wit tLo or :nnovation ought to be.

INNOVATIM - ARE THEY WORTH IT?

The chosen definition of innovation, i.e. "a change that is

purposefully planned to achieve desirable effects related to sta-

ted objectives" is, as we have repeatedly seen, somewhat removed

from the realities. In fact what we have observed is that what

is called innovation is sometimes only a change unrelated to a

careful assessment of needs and objectives. The result is that

after all very little has changed.

A careful analysis of outcomes of different innovations will

surely illustrate that changes in organisational or behavioural

termo occur infrequently. Unfortunately, however, systematic

evaluation is seldom part of the innovation process. We do not

know, and most innovators do not know either, if the innovations

are really working. For many reasons innovators are probably just

as much afraid of failure as anybody else. Since innovators are

seldoM "good" for everyone it would be easy to find "failures" in

any innovation. In spite of this, however, a remarkably high

number of reports conclude that the innovations have been carried

through "successfully". Innovative activities are risky activities

and the following observation is made in the Thornlea case

stuoy(183):

"This is another way of saying that innovation is a risky

business and must be recognised as such. We think that

the people at Thornlea have shown this recognition. The

short history of the school has reflected an approach to

education in which ideas that sound promising are seen

as worth trying. The problems encountered along the way

are seen as a natural part of the pursuit of better ways

of doing things. We think that any innovative organi-

sation must have this ability to recognise that problems

are inevitable and that growth can only occur by treating

problems openly and with respect as experiences to be

learned from".

In the absence of hard facts about outcomes of the innovation
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process some decision-makers have used other techniques to convince

others about the successes. An interesting observation in many

of the cases is that outside "experts" seem to have played an

important role in both the development and the implementation pro-

cess. Some famous educators have been brought on to the scene in

the planning process, delivered lectures but particular innova-

tions in other countries and convinced the people concerned about

the desirability of certain innovations.

It is even more interesting to note the use of outside experts

in the evaluation and dissemination process. In some cases inno-

vations from one country have been taken up by other .:ountries or

even pushed by international organisations. In these cases this

has been used as a compelling argument for implementation of a

project throughout a country. This has even been done in spite of

the fact that research data have not convincingly demonstrated the

project's readiness to be implemented. The best explanation of

this is probably that convincing arguments from experts with a

high reputation give the decision-maker a sense of security which

is greatly needed in a process which after all is a risk-taking

operation.

Innovations - are they worth it? This question can also be

understood in economic terms. We have not made any cost-benefit

analysis of the innovations studied. Firstly, it was not the pur-

pose of the study, and secondly we do not think that data available

in Member countries are of such quality that they would allow a

proper cost-benefit analysis. Again, one would have to ask:

costs - in what terms? and benefitb - for whom? One can probably

answer the question if one only means costs in terms of simple

expenditure per pupil related to quality of instruction in cog-

nitive terms. This, however, is a very limited measure of cost-

benefit although it may be useful in certain cases.

Most innovations are of a pure curriculum-oriented nature

where skills, knowledge and cognitive output are the major objec-

tives. In these developments, cost-benefit analyses have been

used as arguments in the projects. The best examples of this are

probably the two mathematics courses, i.e. IMU in Sweden and IPI

from RAS. In both cases high development costs have to be paid

off through a relatively extensive implementation phase.

In the case of IMU the intention has been, besides the main
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purpose or individualising teaching in mathematics, to develop a

teaching-learnirw systcm where the total costs of instruction

should not be higher then traditional instruction. Since the

inve.3tment in the material itself through development costs and

inn.easel production costs is higher than in the traditional learn-

ing material one would have to reduce other costs If the same

Outcome were to be achieved at the came level of expenditure.

wao developed in a period of teacher shortage in mathematics

and the original idea was to save teacher costs in the project.

Negative reactions from the profession have partly changed the

policy of the !SE on this point. In spite of this modified policy,

however, the development costs of about US$800,000 will in narrow

economic terms be an investment,since so far the operational costs

of IMU in Sweden are US$200,000 less than ordinary instruction(184).

The developments of IMU in Norway have shown that with present

,:osto per pupil In can be used in Norwegian schools without

higher total costs. It has still to be proved that the IMU

teaehin-learning system produces the same or better results than

traditional instruction. In purely cognitive terms this is pro-

bably doubtful but 1 higher degree of individual instruction and

other objectives might be convincing in an overall evaluation.

In the development of the IP1 in RBS the objective hea not

been to.produce a teaching-learning system which costs the same as

traditional instruction. The opposite policy has been chosen,

i.e. that increased quality will have to cost more money.

Ovs'ew(185) says:

"Cost, from the very outset, might have been a barrier to

IPI adoption. IPI must cost more than ordinary elementary

school programs, for it has features which are just not

present in most elementary schools. There is an initial

training cost for both the principal and teachers. There

are some modest facilities costs, such as shelving for

materials and room for data-keeping. There are necessary

continuing costs: daily teacher planning time of thirty

minutes, the salaries of teacher aides at the rate of one

per each ninety pupils, and a materials cost of anywhere

from three to five times the ordinary costs. RRS has

.brought these costs down a good deal, but still, on the

average IPI will cost, for start-up and continuing opera-

tions, about $50.00 more per pupil than ordinary elemen-

tary schools. Experience, perhaps surprisingly, confirms

the judgement that school officials who see and want what
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the lPI instrutinal system gives are not always

frightened off by the additional coot. Five or even

eight per cent additional cost does not, apparently,

itself call the tune. It is a judgement about value,

not money, that has to be !fla!!'.

Some cost reduction is still possible, perhaps, through

:Ifferenttal staffing and coma.ercial publication of

materials in large quantit es, but IPI will always cost

more Put then, who can say what an elementary school

should cost?"

In the search for more acAintable educational systems, one

can easily fall into the trap of developing 'soot- efficient" solu-

tions to narrowly :efined problems. The question of educational

teehnole6y, far example, often connected with the production of

teaching-learning systems, should not be evaluated only in terms

of its cognitive outsomes. Only if one considers overall objec-

tives as well as unintended effects can a new instructional system

be fairly evaluated.

EideWt) the complexity of educational systems,

noting that most evaluation efforts build on the assumption of one-

dimensional goals, and the "one product model". Re develops an

approach to evaluation building upon a multiproduct model, taking

also latent functions of the system into account. He says:

"No proper assessment of educational performance can,

however, be restricted to the performance officially

stated as objectives of the system. Latent functions,

often with far-reaching consequences for society, have to

be included in the assessment. Otherwise, we would impli-

citly assume that the value-weights - positive or nega-

tive - which can be attached to such functions, equal rero.

Furthermore, we have to take a serious look at the assump-

tion built into most current models, that the objectives

of a system are identical with the techncally defined

outputs of the system".

The problem, however, is that no one really knows what the

effects arc of the Present educational system. The demand for

evaluation of innovations is very often connected with conservatism.

In the same way experimentation is used in some countries in order

to delay changes. Obviously it is easy to demand more experiments

as a strategy for not taking final decisions. It is easy to demand

careful evaluation of Innovations because in almost all cases a
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conflicting picture of the results will develop, first of all

because there area conflicting demands and secondly because there

are few ideal answers to complicated problems. As long as we do

not know enough about the successes and failures of present prac-

tices, we should be careful cf asking for comprehensive evaluations

of new practices,

BARRIERS TO INNOVATION

Several times in this study we have seen that one or more

interest groups have reacted negatively towards innovative projects.

Most often negative reactions toward innovations ..re treated as

"barriers" by the managerial group. At this stage we shall try to

clarify what we see as "barriers" in the process of innovation on

the of the analysis of all 17 case studies.

1, Value conflicts: Major innovations will always be based

on changes in educational, social, political or economic objectives.

These changes reflect changes in values and thereby value conflicts

in society. Any groups interested in education necessarily have

more or less clearly expressed opinions about the changes in

values implied in the innovations. For a large number of people

these value conflicts are not clearly understood and are only

vaguely felt. Many reactions, therefore, may well be unclear and

inly vaguely communicated an therefore only partly understood by

the decision-makers..

2. Power conflicts; Major innoIations also imply a redistri-

bution of power. The reactions from teacher groups, as well as

from researchers, administrators, parents or students can best be

understood in many instances as resistance due to unfavourable

changes in the power iictribution. Examples of this are conflicts

between the Central Advisory Authority and the Experimental Gymnas

in Oslo: also partly the conflicts between the central authorities

and the Leicestershire authorities in the Comprehensive Building

Programme, conflicts in the teaching staff in Ontario, the pre-

viously mentioned conflicts between groups in the Malmo region and

the central authorities, conflicts between the communes and the

Wetzlar region, conflicts between the local authorities and the

New Jersey Administration (a number of such conflicts are illust-

rated the case study) and the internal conflicts in the Ontario

Institute for Studies in Education. One cannot regard these kinds

of conflict as "barriers to innovation" merely on the basis that



they are Irration:II -1. not valid. Cre 'annot overleok these prob-

lems or even manip..11ate them.

Practical conflicts: number of innovations introduced

into a system :annot prove their quality. They are simply not

d enough and therefore do serve to r,,pla,.e the old practice,

or the:: an. only a part answ, t

ions into a.ucount. If one. for example, introduces a new

-irrLc,ilum, implying new teaching-iearning b.ethods, without chang-

Ing: the examinations as exemplified by projets in the schools

one Will neessarily run into seris problems. Nearly

all institutisns studied have experien,-ed resistance, especially

from tea-hers, .)n these grounds which aro perfectly valid. Planning

cf innovatj.:ns .)nd their implementation is a major and complex

t whi 't: has t take into ad ''ant much more than the development

.f A :To rr

P:Y'hc.,:gical conflicts: in ,onvt.ntional language, the

term "barriers t change" is used to refer to the inability of

man ieincr 'hange from one situati,,n which is well known to

ne 'hi 'h is ..niniwn. The .'use sl,uies seem to point out that

this type resistance is raro. On the otv:er hard, if individuals

ir interest gr:.,ps feel that they Li'nefit from a ,-ertain change

they will few diff_Hultios with the hange. '!harges therefore

rot Imp u.i ec''o incentives or, even worse, not chlnging old

inoentiyes that use 2,-inter-aotive to the new situation, will

neessarily prd;ce "poy-hologisal barriers" which can raise serious

fr -the implementation of innovations.

lers" to 1-lancte, the zero, may he a series of neat ions.

Inc some ca:es they may be rea'tion towards the innovation itself,

'Dthr oases towaris the pr.:-,?c5 or its manag,.ment. The impor-

tance of these faots, however, is that "barriers" 'annot simply

Li' treated any loner as side effects but rather as indications of

ra:7io pi..bi-ms that may be inherent ir the prooess itself.

"rissemination problems" therefore are one important indicator of

crctlems 5: Li ne.essarily .7onneotc,d with the dissemination place.

II';NO7ATICN: - WHY TO THEY FAIL'.

In this volime we have not studied failares, but rather suc-

.essful innovative pro:ects. In spite cf this, however, we have

seen even in the most successful projects signs of problems and

failures that cannot simply be traced back to the innovative idea,



they are irrational or not valid. One cannot overlook these prob-

lems or even manipulate them.

3. Practical conflicts: A number of innovations introduced

into a system cannot prove their quality, They are simply not

good enough and therefore do not serve to replace the old practice,

or they are only a part of the answer and do not take other con-

siderations into account. If one, for example, introduces a new

curriculum, implying new teaching-learning methods, without chang-

ing'the examinations as exemplified by projects in the Schools

Council, one will necessarily run into serious problems. Nearly

all institutions studied have experienced resistance, especially

from teachers, on these grounds which are perfectly valid. Planning

of innovations and their implementation is a major and complex

job which has to take into account much more than the development

of a specific prJject.

4. Psychological conflicts: In conventional language, the

term "barriers to change" is used to refer to the inability of

human beings to change from one situation which is well known to

one which is unknown. The case studies seem to point out that

this type of resistance is rare. On the other hand, if individuals

or interest groups feel that they can benefit from a certain change

they will have few difficulties with the change. Changes therefore

not accompanied by incentives or, even worse, not changing old

incentives that are counter-active to the new situation, will

necessarily produce "psychological barriers" which can raise serious

problems for the implementation of innovations.

"Barriers" to change, therefore, may be a series of reactions.

In some cases they may be a7reaction towards the innovation itself,

in other cases towards the Process or its management. The impor-

tance of these facts, however, is that "barriers" cannot simply

to treated any longer as side effects but rather as indications of

basic problems that may be inherent in the process itself.

"Dissemination problems" therefore are one important indicator of

problems not necessarily connected with the dissemination phase.

INNOVATIONS - WHY DO THEY FAIL?

In this volume we have not studied failures, but rather suc-

cessful innovative projects. In spite of this, however, we have

seen even in the most successful projects signs of problems and

failures that cannot simply be traced back to the innovative idea,
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the iin.)vdt the tWiOr,, the pro,iuet, the irripiialts. or

.11tor?rtl

The analysis has shown that a turbot of "ext,pnalin factors

are important. Few projects havi. been ;,roated with the necessary

political support. This seinetimes moans that the project has not

through a ne:a-issary "si,rocning tic '1:0' in which the project

ilea is assessed in relation to othr priorities in a global

educational, social, and economic periipeetive. It can also mean

that the ilea has not frLiel initial discussions between interest

groups, a. pros-'ca that will certainly take place at some stage.

Yost projects to not relate to the existing legal and admini-

strative era-chin l aiis in a way in whieh they 'an be used for the

benefit of the Projects. In fact in most cases those in charge of

in innovative projest have only vague ideas about lawa. administ-

rative regulations ini other mechanisms that have been set up to

.a roe maEntPnarce functions rather than innovative functions.

Thes.o chin arc are, when they are fully liscovered. most often

oak, t ds "barriero". It to a fact, however, that maintenance

of a systi.m is tifn..soary, aril has to be taken car- of at the same

a- ds innovations :tre introiuced. Only through a detailed dis-

usion of thes., mechanisms aril their possible modifications can

an innovative project survive in the long run.

Tile same argument applies to the incentive structure that is

n-built In any oiucational system. We have observed that the

rowan! strusture that regulates the behaviour of teachers is oruciai

for an uniorstanling of the innovation process. Leos frequently

is the observation made that also institutional behaviour is depen-

lent on an i:-but'. t .nsentivo structure. The way research institu-

tions function, for example, can partly be explained ac a conse-

quence of excestationc, and professional rewari structures.

Any innovative work is a high-risk aetivity. When an idea is

formulatel an has been aloptel, eonditions have to he created to

"shelter" the project from the constraints that regulate the

or--:ire force; a,-ainst sn,ingu in a system are in most

sa:es far stronger than the supportive for'.. Skilful management,

ani :rom-imes formal agreements among interest groups may be neces-

sary to ,70t a -roject developed.

We nave rereat,:lly seen that many projects faco the moot

s,ivere problems in the aismemination star,. The lack of a rye terra-

ti" Innovation policy that in:hides a relevant s'Apport-structure

(research and development, in-service training, oonstiltancy, local

ti,,aoher centres, etc.), oan often explain the fail,)res.



INNOVATEON LN.:Lo1;1!/,

During the 1960: we have seen a growth in educational inno-

vations which seems to have no parallel in educational history.

We have, of course, had similar reform movements before but the

.n.s and the rapid growth of edwotional innovations throughout

the 19;:,Ds is the most remarkable feature in this respeet so far.

In our comparative case stulies we have identified current

thinking and underlying assumptions of major innovations as well

as key factors in the innovation process itself. In a recent

article Michael n. Kats (1A7) presents a historical analysis of the

ideologies behind the present educational reform. In his discus-

sion of the ideologies behind the present educational refom move-

ment he cites four basic philosophies; environmentalism, iccent-

ralication, incipient technocracy, and pedagogical optimism.

Environmentalism

Kats compares the present environmentalism with similar move-

ments in the mid-19th century as well as the progressive period.

As in the two other movements the new re-emphasis of heredity has

frustrated the optimistic reformists' expectations and Katz already

sees a decline of this movement.

Decentralisation

The other major movement is the trend towards decentralisation

based on the view that political change is imperative before edu-

cational change can take place and that therefore political con-

trol of the school systems must be secured before anything meaning-

ful can change within the classroom. This position rests upon the

following value: ,:

"It rests partly on a belief in the intrinsic worth of

close, almost symbiotic relations between institutions

and the communities they serve. Tt also rests on the

value that some people attach to control of the education

their children receive".

We have seen in this study that desentralication of power

away from administrator.; to teachers , as well as students, doss

not necessarily mean more democratic decision-making, nor "better"

schools (not with decentralisation alone).

Insistent technocracy

The trend mainly in the late 1DErds of producing large-scale

technological innovations, particularly through the use of com-

:uters and through the development of teaching-learning systems, is

based on the idea that large -scale developments are more economical,
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more reliable and more valid than small-scale local educational

efforts. The value behind these developments is the striving for

more efficiency in the system - "efficiency" related to rather

narrow cognitive outcomes. We have raised considerable doubts

about this development trend, in particular because so far it has

tended to be "product-oriented" rather than "user-oriented".

Pedagogical optimism

This trend in innovation is often connected with the trend

towards decentralisation of decision-making. It advocates the

liberation of both the teacher and the student, and puts happiness

and warm human relations above cognitive development, subjects and

other day-to-day school tasks. The assumptions are that what the

school really is doing is teaching the students the "hidden mes-

oage". What is important in school is not primarily the learning

of :3peifie knowledge and skills but the learning of how human

rolationohip6 could be improved. This is learned through the way

the school is managed and organised and through interpersonal rela-

tionships, rather than through the instruction of the subjects

themselves.

Our own analysis points out the lack of open criticism in the

innovation process. It is prc:Aly right to say that many inno-

vators have been unable to face, resolve and examine conflicts in

their projects. In only very few cases have the innovators realis-

tically faced the value conflicts inherent in their own positions.

In the problem-identification phase, as well as in the evalua-

tion phase, there are many weaknesses in most organisations studied.

Seldom are the implied ideologies analysed: instead,the problems

are treated as technical ones. We see this as one of the major

problems in the innovation process today.
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Chapter IX

STRATEGIES FUR EDUCATIONAL INNOVATION

A ma,lor task in this analysis has been to compare and eva-

luate the process of innovation as 1% an be studied at different

administrative levels of the system, and possibly

identify different roles and fun-t, .- in the process. In this

chapter we synthesise our findings :..,1(1 use this as a basis for a

discussion about roles and functions of different institutions at

various levels in the educational system. Finally we present

some principles for a structure for innovation at the national

and local level.

Until now we have treated the process of innovation mainly

as one process. When we analyse this process across the three

different levels, we find that it is not one process but different

processes at each level and that these are only partly related to

each other.

The 17 institutions differ, as we have seen (Chapter IV-V),

in terms of their missions. They all play an important role in

the process of innovation. Their different, characteristics, how-

ever, illustrate present thinking or responsibilities and needs:

a) Central institutions for educational innovation are

mainly set up to plan, initiate, develop and (with

some exceptions) evaluate innovation in education.

They usually have a comprehensive mission in terms of

affecting whole national or state systems of education.

They perform few routine tasks and generally have

adequate resources and personnel to carry out develop-

ment tasks. They are not involved in the day-to-day

operation of the teaching - learning process. They are

set up to support this process,

b) Educational regions are responsible mainly for the on-

going task of educating children and the management of

a complex organisation. Their concern for innovation
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a simple way. As we have seen, we have to take the type of inno-

vation into account, but furthermore we must consider the stage,

in the process, The question we shall try to answer then is the

following: for a certain type of innovation, at which level in

the educational system should it be

a) formulated and adoptid,

b) developed, and

o) implemented,

s as to achieve the stated objectives? Asking such a question

d.-,es not necessarily :scan a specialisation of functions. One can

foresee that a specific innovation may be formulated, adopted,

deveD:qed and implemented at one level in the system. In many

cases, h: ever, this is not so.

F)FMULATI!d AND ADOPTION

Our anal; cis the case studies shows that innovations main-

ly conce:tied with the objectives and functions of the school in

its hvCader social and economic context (Category 1)(188) are

looked upon as political Tkesti,ms, and in all eases are decided

at the central level by political bodies. Examples of formulation

and adoption of this kind of innovation are to be found in most

of the projects initiated by the Commissioner in New Jersey, the

comprehensive schools in Norway, Sweden, Finland, Denmark and

Hesse, and the restructuring of secondary education in England.

C=on elements in these innovations are re-allocation of funds

in the system, restructuring of student participation (from stream-

ins: to non-strew ed schools), and the setting of new priorities,

(educational equality of opportunity as important or more impor-

tant than academic achievement).

Only in very few cases has research directly played a role

in this process. Poth in Sweden (where Royal Commissions have

been guided by research) and in England, research has indirectly

influenced political decisions. In Sweden, which has longer tra-

ditions in this aspect than most countries, the dialogue between

politicians and researchers has probably had an educative effect

on both groups. The adoption of policies in this category to

achieved through laws and regulations, and followed up by finan-

cial incentives (see Chapter III).

Innovations in the other categories (administration and orga-

nisation, role and role relationships, curriculum) are formulated

and adopted differently in the various countries.
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In of Sweden, Norway and Finland, central political

and administrative 1,odies provide the framework, and therefore in

reality formulate and adopt policies.

In New Jersey, Denmark, Hesse and Bavaria, there is a greater
mixture of central and local control of educational innovations

than in the first group, In New Jersey, for example, there is a
strong tradition of localism. However, the case studies show that

the State, through the new Commissioner, has taken a strong initia-
tive in all educational innovations,

In England and Ontario innovations in these categories are

formulated and adopted at the local level.

The degree of decentralisation does not necessarily determine

the degree of political control. As we have seen above (Chapters

IV and V), the political influence at the local level is sometimes

as strong as at the central level, but the influence of the mana-
gerial group is more obvious at the local level. Curriculum inno-

vations (Category 4) are those which are influenced most by the

professional group in the procesF of formulation and adoption.

DEVELOE.IENT

There is a relationship between innovations in Category 1

(objectives and functions) and innovations in the other categories
(see Chapter II). The latter are to a large extent operationali-

sations of innovations in Category 1. To the extent therefore

that a country has a centralised decision-making structure (e.g.

Sweden, Norway, Finland), the development stage also is centra-
lised.

In Sweden regulations formulated by the Government (and in

some cases the Parliament) set the framework for development in

alJ categories. Innovations in Categories 2-4 are actually deve-

loped in NBE and in various research and development institutions

connected with schools of education or universities or "Develop-

ment Blocks" (e.g. MalmA. The NBE is responsible for the major

part of all development work (except for the work directed by the

municipalities), and determines new policies through the "curri-

culum guidelines" and central regulations.

Much the same is true for Norway, Finland and Denmark. In

these cuntries, as we have seen, the development work is less

structured by research, there is more initiative and independence

in the local authorities, and local participation and involvement
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is actively enoourag,d, (This is sure and more a trend in Sweden

too.)

Although a framework exists for syllabuses and the use of

resources, and though external examinations can be used as a con-

trol measure, the situation both in En,land and Ontario leaves the

local authriti,...s and the schools thtlmoelves with the responsibi-

lity of development (Categories 2-4), with the schools Council

and other research and development institutions pei forming a ser-

vice function. As far as curriculum is concerned, not even the

local authorities (in England) can intervene in the decisions of

the headmaster and his staff.

The situation in New Jersey and Hesse is rather more diffi-

cult to describe. Both have a tradition of localism and profes-

sional influence on development. In both cases the state is now

introducing inn vations with more centralisation of decision-

making as a sonsequense (see Chapters III and IV).

The development stage is organised, as we have seen, quite

differently in the cc arm tries studied. The various organisational

patterns re:lect different conceptions of the process of innova-

tion. In the Scandinavian context also the cperationalisation of

innovations (in all categories) is vartiv regarded as a political

vestion. The way a school is organised, role relationships and

the curriculum are means to achieve not only educational but also

social and wider political objectives. In philoscpnical terms

this policy reflects a high degree of instrumentation. In coun-

tries with economic and social inequalities between regions (e.g.

Norway, doe to the wide variations in living conditions and its

small toplation) central. political control also of the develop -

cent stage has beet] the result. As we hove so n, however, pro-

fessional participation is encouraged and plays a major role too.

We have locked into the question of teacher resistance to

innovations in a centralised system. In Sweden the majority of

the secondary school teachers were either against the 1962 Edu-

cation Act which introdi,oed the comprehensive school throughout

the country and the 1964 Gymnasium Reform, or were lukewarm in

their attitude. In this country, however, there is evidence in

the case studies that at the local level most professionals, in-

cluding the teachers, do welcome central initiative in educational

innovation. Thio is accepted to such a degree that it would be

unthinkable, at the local level, to initiate innovations which do

not conform with the broader aims set out at the central level.

It is fair to say that most professionals who were interviewed in
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the ,study of the Nalm;.i region looked at the central initiative

as a stimulus for innovation, though it raised a number of prob.

lemo. The case study in fact concludes that the market centralism

of the Swedish educational system permitted the rapid implementa-

tion of fairly radical reforms which became both a condition and

a challenge for regional ihitiatives.

In fact the Swedish central efforts are unique in their at-

tempt to :nitiate, develor and disseminate educational innovations.

The ce-called "ro;Iling reform" - which is an attempt continuously

to reform the :etrecture and curriculum of education - is a very

ambitious attempt by the central government both to develop and

to control education.

Even this very systematic process, however, has partly failed.

The study of the RDS concludes that more information is needed,

while the MaliCi study concludes that more communication is needed.

This observation is perhaps the best illustration of the problem

of external control of innovation in large-scale educational orga-

nisations.

Even in a highly decentralised system, however, teacher

attitudes to innovation are a question of major concern. In a

recent study Lunn(189) shows that the differences between

streamed and non-streamed primary schools were not significant

mainly because many of the teachers in the non-streamed schools

behaved as if they were working in streamed schools. Their atti-

tudes en a variety of educational issues were similar to the tea-

chers in the streamed schools, and they maintained classroom prac-

tices similar to those in the streamed schools.

Also in a country where the development of the curriculum is

largely dependent on teacher attitudes and capacities, radical

innovations involving changes in the behaviour of teachers seem to

raise problems similar to those found in more centralised count-

rieo,

studies of change, particularly from a sociological

point of view, stress the importance of individual initiative and

control of development as essential factors for a successful pro-

cess. We have tried to analyse to what extent centrally initiated

and develca.,ed innovations create greater barriers and implementa-

tion problems than locally initiated and developed innovations.

There is no evidence in the case studies that central initiative

'a.eat greater barriers between the client (student, teacher) and

the initiator than in regional or locally initiated innovations.
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INTIEXENTATIch

The dicoassion above gives us an important perspective to our
considerations about the implementation of educational innovations,

To imploment an inn 'aticn in a ohcol, school district or any

oduratisnal whion hds not bten involved in the dove-

loi:n:lent phase seems to; be one of the major prober: in educational

innovatisli, as exemplified by a rs.imber of cases in the studies.

In principle, the csantrie with central authority in innovation
ii I [',0C,-'60 the mechanismo for implementation embodied in the

ebacational structaro, Fv2 many innovations, however, dissemina-

tion close::,' linked to the planning-development-research-and di 1,-

:'wo tsr is 1 es not see:' to work efficiently. The acre decentra-

otructaes the other hard do have a basic problem in

h and cars-nalicatisn to other authoritieo in the country.

In titi-e utih therefore, an ,,fficic,rit structure for dissemi-

%utiJn by definition does not exist tNrithbut the development of

e para ti in to I I si tre:!

The pret.it f Ii r' is tackled in various ways. Most

tic t central institutiuns have Lbilt up information services

that, in icrinoiple, ohould reach the clients. In some cases tele-

vision and other twos media are used together with information

material, retrainin,: coures and field services to bring about dis-

eminatish and implementation of raluvations. So far these attem-

to have ,2hwi: that even thovh a number of clients can to reached

lar7o i.roportion f tie coo: nit net implement the inno-
vati,,no.

ou% to explained in various ways. Coe explanation is

t the inf::rmation effortu are not good onsugh and certainly in

ot c.A.tri!.' there ir a need fsr mdch more sophisticated public

relati.no wcrk. When .nti looks at the situation in one of the

r:st rdhLAicated countries (namely, S%iaJrien, whe-c a systematic

,:isoeminatLn aria implementatiJn effort has Leen laian.lied in con-

witii the reform proamme) sno is surprised at

tht reactin from the local bodieu, especially the teachers. The

use stady of :,!alm5(1'JC) shows that irk any districto - even in a
. phisticatk.d dovelobment district ouch as Malm - nary teachers

are not sufficientl;i aware of the innuvationo planned centrally,

are not ntady ts implement the in their classrooms The

narriolv a,7ainst jar vati. to which are illustrated here are a com-

lie./.. yet s.drficiently unders!trod (see further discus-

heipter VIII,
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When one looks more closely into this situation the reactions

from teachers can basically be understood as a lack of interest

in a process in which, as individuals, they have had little say

and where decisions have been taken over their heads by other pro-

fessional groups or through a technocratic and centralistic machi-

nery. Lack of dissemination, therefore, is not basically a ques-

tion of better techniques or more money for the same purpose but

rather a question of involvement in the innovation process itself.

What is needed is not just more information but more communication,

and possibly a real involvement in the decision- making process.

There is no basis from the case studies to conclude that this

phenomenon is connected only with centralistic educational struc-

tures. On the contrary, it seems that the same kind of reaction

from the teachers is to be found in most of the countries studied.

In the case of New Jersey, for example, one of the major criti-

cisms of the attempts of the R & D Department is that it does not

reach out to the teachers and the students. The same is true in

the English context where the Schools Council has to make special

efforts to establish links and communication with schools under

local authorities, even though these same local authorities are

represented as partners in their Governing Council.

The problem of information and of establishing communication

provides the clearest illustration of the difficulties of using

the planning-research-development-and-diffusion model in educa-
tional innovations. One has to ask what kind of innovations can

possibly be disseminated (using this model) from central authori-

ties throughout a complex social system. There is not enough

evidence in the case studies to indicate this explicitly. A

number of factors not related to the type of innovations also

come into the picture. Most of the studies referred to in Chap-

ter II are in fact dealing with psychological and sociological

barriers in the diffusion of innovations. In the outline which

follows, we see some examples of successes and failures in dis-

semination of different types of innovation.

Category 1 (New objectives and functions)

Innovations in this category dealing mainly with new

objectives and functions of the school, including new structures,

have so far been developed and implemented relatively successfully

in many countries, especially where a central decision-making

structure exists in the administration of the system (e.g. Sweden,

Norway).

EVen though the case studies of the Leicestershire and
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Devonshire regions show how a decentralised system can manage the

implementation of this type of innovation, it io questionable how

efficiently this structure can deal with a nation-wide implementa-

tion of this kind without a fairly powerful influence by the cen-
tral government. The same would be true for the Federal Republic

of Germany if one considers the individual States. At the indivi-

dual State level, as illustrated in the Wetzlar(191) study, a con-

centration of authority in the State Ministry 01 Education has

been achieved as a precondition for the introduction of comprehen-

sive schools. The conclusion may be that the dissemination and

implementation of innovations in this category - which clearly

involve a redistribution of power - rest upon political-administra-

tive strategies for change and therefore ask for a rather centra-

listic organisation.

Catee:ories ? and "1, (Administrative and organisational

development and innovations in role relationships)

The innovations in these categories, which we have studied,

fall mainly into three types:

i) New teacher-student relationships: Innovations in this

area can be seen in the Experimental Oymnas in Oslo

where this is a main emphasis of the school. It is

also a prominent factor in the R,idovre School, the

Countesthorpe College, in the MalmU experiments (espe-

cially in the flexible grouping project and IMU project).

The approach of the NBE in developing teaching-learning

systems whereby new teacher-student roles emerge is

another attempt of this kind. Also, in the NCIE a num-

ber of projects aim to change teacher-student relation-

ships, either as the major objective or as one of Seve-

ral objectives.

ii) New professional relationships: A number of projects

studied have also as a major objective the aim of chang-

ing professional relationships. This is true for the

organisational development work in the York County and

their Master Teapher Programme. The Administering for

Change Programme in RES is another example of the same

kind. The flexible grouping project in Malmo, previously

mentioned, where teacher co-operation is a major eleent,,

also changes professional relationships. Atterr,)ts in

New Jersey to create new management techniques have

similar consequences at the administrative level. Also,

the previously-mentioned project in NCIE changes
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, Le.!si,Irl i. lati onsh ps and c.? does the (ran sa-

ti ,ad development W.:,1;7 initiated

LW New decision-makinj, structures: or. ? experiments

studied aimed as a major objective to change the

dosision-making strdture. This is laite clear in the

ooioont at 6;.';'nas 1:. L,Tio, as well os in the

Countesthorpe Collere. It is less oil,ious it: the

re,!;icns, with the exception of the York County, where

this has been a lajor objective. The pr :grammes of the

central institutes have very rarely taken this up as a

I.ear:h and develepment r tier, with the exception of

the "AdministerinL; for Cnangeft progcamme in hbi and the

"Innovatiov Capacity" prejeot in the NCIE.

There is a clear difference in qualitative terms between pro-

ject:. In Category 1 on the me Land and projects in Category 2
and -'. n the Jthezu While develol.ments in Cater 1 (which have

wider pclitisal and social objectives) deal with structures and

chan:Nc that hove been disseminated and implemented

thr,.'Lgh st,ntrzil ldws and regulations, innovations ii Category 2

and Cateery 3 have se far not proved to to easy to "disseminate"

with these me:Isures.

A traditional method has been to establish a high level com-

mittee ,v orLLmission to study the administrative patterns, as

tell as the role relatishships in the system and to suggest new

appr.Jaches and solutions. This has been the "development phase".

The "dissemination Lood implentation phase" has been secured by

laws Lind reglati)ns, and partly by new incentives.

to majcr reason behind the establishment of some of the

:i!anisatins was that those ripproacnes have Lot proved to

be sdss,:s.oflii. a'he reasons for tilts are prsbably of two kinds.

a) CLcqjes in him-mm n relationships can rarely be achieved

Ly fLd.ce mErelv through laws =Ind regolations. Role

relationships are determined by a eomplex cmtination

Jtr,+ctdre, power distribution, decision-makin pDo-

oesses, rTi, expectations, personal charactbristics

aCI relatienships, and insentives. So far these inter-

nelationships have not been stldied in depth in educa-

tl:nal settings and we are _,!11 just becinninc to ander-

stdnd h,w they ran Le changed.

L) n the present ,L.d'Acatiinal str,cture a hidden incentive

cytm yimoto. Ccle hires people oi' a oertain orienta-

tion, Ale pays techer ii a specific way, one punishes
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and rewar1,1 students for steeific purposes, one has

an organisation which blames certain behaviour and

praises srtain other activities. In most cases

laws and regulations have been introduced without a

careful analysis of the shanges which at the same time

have to be male i n the incentive systems ,f tntre 'ire'

to be any chanse.:, of succeds in implenontation(19?).

We are then faced with the question "Can these types of inno-

vation (involving role relationship) he disseminated and implu-

mentel':", The example cited from the Swedish context, where an

information and in-service training approash has been'used exten-

sively, shows that even the more sophisticated approaches are not

wholly doing the job. Classroom practice, the relationships bet-

ween students and teachers, the relationships between professionals,

and the way decisions ;ire taken in schools have not changed irama-

tlea:ly. Tradition:illy this question has been looked upon as a

technical brobl,m. With more resources, more information, better

use of MA.1c metia, developments would be disseminated and imple-

mented. Toe teacher reactions, however, which can b, demonstrated

in the one stuffier of " :alrsi rogion, Schools Council, NCIE

and NBE an best be unierstood id a question of at values

and authority. The "grass roots" level, this tine represented by

the teachers, h.2, in fast questioning not only the nature of the

developments but the way they are developed and then "imposed" upon

the lower levls.. It is a debate about who should control not only

the objectives and the content cf learning, but the very nature of

the slassroem situation.

The only case we have studied in which these questions have

been seen as reflections of diffr:rent value orintations is the

case of the Experimental Gymnas in Oolo. Other developnpnts, how-

as is illustrated by Chesler and Lohman(193) show that inno-

vation in !,,L..t:or.-makri ro1A, n-21ationsl-Lio are of major

concern to rAlmber of foo::3 and school districts in

America. The sac is true for developments in Scandinavia and some

carts of cshLinetal Europe.

The ,onclusion is that these types of innovation involving

role relationship are difficult to disseminate and implement and

that we know too little about how complex social systems change

role-relatindhips and decision-making structures. One is inclined

to hypothesioe that every single school has to find its own solu-

tions and therefore has to go through a continuous learning process,

involving the development of new relationships and decision-making



structures, if this la correct, one would need an educational.

structure which permita and facilitates such developments in every

single school. This would require irastic changes in conventional

thinking about schools. A thorough investigation of the conse-

quences for the internal structure and resources in the school

(as they are related to the innovative process) must be carried

out as well as an investigation of the relationship between the

school and the educational structure of which it is a part.

The role of central authorities - or perhaps of au external

authority - in the dissemination and implementation of these inno-

vations is therefore in principle questionable and difficult.

Even changes in educational structures (category 1) are never
really mi emcnted" if they are riot followed by an "internal

development process" that affects the decision-making structures

and role relationships. A country with a centralistic machinery

which has successfully implemented new educational structures can

quite easily fall into the mistake of continuing a centralistic

pcliti.al-administrative strategy for the implementation of inno-

vation,: in Categories 2 and which are qualitatively different

and probably can he implemented only through other strategies.

Category 4 (Curriculum)

Innovations in curriculum and examinations are the most typi-

cal and frequent innovations in education and they appear in all

the 17 case studies as a major concern.

The types of innovation we are talking about usually have two

components (which can hardly be separated):

1. A goal or value component which deals directly with the

normative changes which are implied in these types of innovation.

2. A technical component which deals with questions like

revised c.ntent of a certain subject with new textbooks and exami-

nations, new methods and organisational structures as means of

achieving new objectives.

The case studies do not deal with the changes over time in a
certain cla::or The researchers have not observed to what

extent teacher and student behaviour is changing with the intro-

d'iction and implementation of educational innovations. It is quite

clear, hpwever, that innovations in this area mean behavioural

changes on tie part of the teacher and/or the student. Behavioural

changes usually cannot take place without basic attitude changes

and again we are in the middle of a problematic area in which a

large number individuals in a large social system - the school

system - are expected tL, change their behaviour and relationships.
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far the tttr4t,Fe r tho:le ohanges have teen curriculum

guidelines, .tuining, infnrmation and as montioned, development

of teanning aids and mo/T s_Thisticated teaching-learning systems.

The case studieo show thut in most cases the Crovernment has been

no: itimiotio 11,.tt the '.'rut used aid has too

often taken for granted the fact that nhant:es in guidelines and

:sther measures nhang nlassroom behaviour. Reactions from teachers

and researchers as well (e.g. aIi naso study) clearly illustrate
a 'iii: t: of Legative feelings about what is considered premature

and amateurish disseminati.n of innovatinno.

We stated this nhapter ty trying to identify "the ideal

laoc" in the educational system for the fhmalation, adoption,

development and implementation of the different types of innova-

tion. We are left with a rather smOicated picture. Over and

vs again we are caned with the issue of "centralisation" versus

"decentralisation". As we have already seen, this is not an

"etther-:r" qwsti-n. but rather a question of what kind of deci-

sions and prs.snes shuli to centralised and which should be

desentralised. in order to reach desired bjective5'.

Cl:lTEALIL',ATI2N Ch DErdENTRALISATION - WHAT DOES IT EAM?

If we I :k uen the question of centralisation or decentra-

lisatinn as a strategy pibdem - and this is only one way of

1.oking at it - we 'one to the conclusion that except for innova-

tions in ,itegory mont innovations tend to benefit from a more

decentralised decision-making structure. In particular, this

might be truc if it were possible to design such a role for the

nentral oervinc agenoy which is efficient and beneficial for all

parties involved, as well as to solve the dissemination problems

in the strunture. Sc far, however, we can cite no examples of

this ideal situut:on.

w do teachers perceive this prohlom? After all they are

at the "grass r:ots" of the desision-making hierarchy and are cen-

tral among those wh will have to change their behaviour if inno-

vations are to be effective. We do not have sufficient data from

our case studies to give a conclusive answer tc this question.

We have observed some innovative schools which are different be-

cause teachers' attitudes are different. The common argument, of

course, is that teacher involvement in decision-making is

253



eosintiui f,os the .,,Jo. .co 0 f innovatins. One i ftor, draw:; the

th.u'efono, that the decentralised decioion-making

structure the t feheficial for innovation: to coeur.

it not think that this must hcoessarily 1:P the case. If sne

coo tiout tecohess cohoider this questien as vital (which we

einh r-e- ih ois oaia ot.,dtto) one woieli have ts ask the ques-

: r, ia wil 1.e t1.. looul versus cen-

tral e.oiolon-::lukiht.. n tie iiituati,:h of the teahet.',' We shall

tt if the LC fetween decision-making in the Xini-

try and decision-making in the local department cf eduoation,

teaohers a. ii :1.; cc the Mnistry in preference to the local

delartment. The reason is, 1 course, that local control can be

as diffieuit as central control - if het worse. In-eroup and out-

;rreal: phenos,na at the local level can easily produce tension and

conflicts, 'or:; often unrelated to the innovations but still

the decisian-makinE! afoot the innovations. This ques-

tion dis:2assed at a w)rkshop organised by OEM in Cambridge In

1,)0 and the report concluded at this coint(194):

"Under1::ing this discussion of centralisaiion is the

noein with the effects of an authoritarian society

Ito a wisle, and/or authoritarian structures within the

sheul s:;stem. It is reounised that where the tra-

ditin tend:i to be authoritarian and the school system

relatively conservative, this presents special problems

in t}.E' intrcdoction if innovation. In other vcrds, it

is not necessarily the degree of centi.alisation or

de 'entralisation, tut rather the degree of authoritarianism

which sisht explain to come extent the openness of di f-.

innovaticn".

If a is left with the choice between central and local

therefose, prolatly in some cases one is left

I It n. oho' ie at all. The unly real ,.1..icAs woald be to deeentra-

lis d.,w1, t the school level itself - not only

tc tho heodmuster flt t tic' ocncol itself, in .luding the students.

In particular at the secondary level 'done are exampaes of this

'<ihd f ms.nas..sment stracturc, exe:r.plified in our case studies by

the Exi.erimental Ctymnas in Oslo. This immediately raises the

4uostioh J. the relative a%tonoriy cf a son,;s1 in the educational

stem. T- what extent is it re4ilistic to assume that an indivi-

d'ial sohol oah le oHmpletely independent sf the national structure

and the external e:nvironmnt, inclodira; trio local community, in its



decioi.?ns d,. 'it, the t, aehin ef ehillven? All the caee Lltudi(s

exay.; t,. h.,rw :tt.y V10.1011 in It

1 is e.'nneetd with tti. the 1,..eal t?nvirc?nment, e.rTeetally

the ;airento, and the. .11211.:-val cf either ,r central die a
In the ,....entesthri.e. C:ollec;e vite 'adi-'al of individualised
instrr:tion already creat,. 1' n tr. .-tudents whe will
have t, it in with ex.ternal exa.rinati:ns. in the Theinlea
parent:, t? asfk C-r "real,t,..-" after few yeare of inno-
vative w.-nk. This silws hcw intiraitei:s an individual so l..1 is

linked tc th veralt o;:icatic.nal eIretare. ut duos it need to
like that': We cannct int., this question in this stucl(19c,..).

ivIt it ia that, .as t oon;ecl.ien.':e of the e(lucationtil

etruct,.;r.., in all the cot:atrios s,t.ddied, eon.-ztraints will

always have to be impoed t.pon the school

";nraiit.v" nevireriente La ce.stair cere

aentranse ia..clirements in certain receiving irotittu-

u": .'

.n: ncerhin,y tht: level I' oxr ad i tune

r if the:'- .-';iht,tnr..tint.:! were a c(shool, howcvor,

they can readily take r....re and more the ferm el' a framework in

which the ch...1 has e...wieraisle freedy te 'sperate. For example,
even were onetsained in te..71 of the level

ean frnesee a eitaatien wrJ,re the student:-.; ard

tea;:her.s .ii.-t.-.1nlned how the ;,,lone', ;hold be aced, the

ars.: Instn,letion, the tyTe

sf manarsnt, 1..0 orral contr....1 and ether meaearea which

day lre res, lueal ny. eertain

...nal :h... .

ihy'lves a seHtinat;',n :1 ;eil,t1;.,al, a ml
ari to he fulfilled, we are

lf..ft with A ma,l,n rrot.1,.m ;a Ll'entify EJratgie::

tnr:vatl.n. As w-s ha-se seer, a .-are:''-;Ll;( Planrid int*?-

Call n strateijies has pi '--'d. to he

The ,Jaarat..nal syets., Lejnis ti: largest ard ;.:robahly m:st

ywerihil of ar sismOy te ,:.hani;cd

'ale t diffenently the -.1E.:1-.1.1eation of one set Of
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strategies for one type of innovation at one stage of the process.

A successful process implies the use of all three strategy orienta-

tions (see p.43), involving all levels of the system, to perform

different tasks throughout the various stages in the process. A

careful analysis of the interplay between interest groups, an

Aiderstanding of the consequences of the use of various strategies,

and a mastery of available know-how and resources, are necessary

conditions for a successful process.

Since the countries studied differ so much politically,

socially and educationally, it is difficult, if at all possible,

to "prescribe" one structure for educational innovation. We shall,

however, suggest certain policies that seem to satisfy basic

requirements in all countries studied. In some countries parts

of the proposed structure are already operating.

Any structure for innovation will reflect a certain under-

standing of the nature of education. In proposing a structure we

have deliberately tried to think of education as a service function

for the user (student and parents): there is, we believe, a trend

towards this view in most of the countries studied. In doing so

we do not forget that education traditionally has been regarded

as a main instrument in social policy. Education is also looked

on as an instrument for economic and social objectives - often

good intentions hard to achieve. Although political-administrative

strategies are a precondition for the formulation of these objec-

tives, we maintain that the process necessary to facilitate edu-

cational innovations can best be achieved through the active invol-

vement of the user.

This has major consequences. It means for example that the

"objectives-means-output" paradigm is not a static dimension which

can be planned, developed, implemented and evaluated, but rather

that it is highly dynamic. It has to be defined on a continuing

basis in a dialogue with the "user" (defined as the student, and

student's parents), and in fact is the very basis for learning.

It does not mean, of course, that objectives, means, processes and

outcomes cannot be defined, but rather that they have to be defined

on a continuing basis, not externally but in a dialogue with the

user. himself.

This obviously would be a major policy change for most educa-

tional systems. We believe, however, that education has a unique

role to play in our society by the very nature of its process -

learning. The educational system may be the only social institu-

tion left where the individual can define and determine his own

experiences.
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The rather simple structure we are proposing can also be used

for an educational system with a more instrumental policy. The

difference would be that such a system would give priorities to

other activities, and would influence the process through a more

direct control, often defined as central control.

THE NEED 1'OR A NATIONAL INNOVATION POLICY

We have repeatedly seen that innovations in Category 1 (new

objectives and functions) usually imply a redistribution of re-

sources and a shift in priorities. In all crses this has required

a political decision - a national (State) decision - if it is to

be achieved to any substantial degree.

We have also observed that any radical change in curriculum

(Category 4) would have consequences beyond the individual school

or school district. All schools have in the long run to respond

to the educational, social or economic realities.

Piecemeal reforms have so far had little effect on education.

Our case studies show that such innovations usually have their

basis in one-sided interests, are defined within the already

accepted framework, achieve little dissemination and often do not

change basic attitudes or behaviour in the classrooms.

The present educational system, although "reformed "" through

various adaptations to'changes in society, had its origin in a

society very different from the present one. What is needed is a

National Innovation Policy which can redefine the nature, the

objectives and the functions of education in its social and econo-

mic context. Without such a national policy the individual learner,

the school and its staff, would be hampered by outdated laws, regu-

lations and requirements in their attempts to innovate.

A National Innovation Policy would not necessarily mean a

stronger centralisation of decision-making. Even in a highly

decentralised country, as we have seen, the structure itself is

the main control mechanism upon the individual school. Only by

a redefinition of the educational structure (its objectives, means,

etc.) can a school function as an innovative school.

The basis for a National Innovation Policy is a comprehensive

understanding of the various factors in the innovation process.

It should not be concerned with only one stage of the process

(e.g. development), or only one type of innovation (e.g. curricu-

lum), but requires an analysis of the whole educational system and
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the condltions for a successful innovation process (from identi-

fication of needs to implementation).

As we see it, the role of the National policy is not to

direct and control changes in the system. Its role is rather to

lay down the conditions for innovation in the system. This may

imply changes in laws, regulations, examinations, personnel poli-

cies, incentives and development of "support functions" (see below)

both nationally and locally. The role of the National Innovation

Policy would be to facilitate innovations in the system by chang-

ing the existing framework.

None of the central institutions studied meets these require-
ments, NBE and NCIE arc examples of institutions with some of

the functions described above. The NBE has a mission which cpuld

incorporate what we mean by a National Innovation Policy. So far,

however, most of its energy has been devoted to the ongoing task

managing the existing system. The responsibility for innova-

tion, however, is seen more and more as the main task for the

institution.

The NCIE has similar functions with the advantage of having

only the responsibilities for innovation in the system. It does

not, however, have responsibility for the implementation stage.

As we have seen (Chapter III) all the other institutions are

restricted in their mission to certain functions in the process

(e.g. planning or research or development), or to certain types

innovation.

A National Innovation Policy is obviously a political concern

in the broadest sense. Co-operation with other national policies

(economic, social) is essential, and communication with and par-

ticipation of different interest groups is also essential.

THE NEED FOli A LOCAL INNOVATION POLICY

We have already argued extensively for local participation in

the innovation process (see Chapter V). We will not repeat the

arguments here but stress that we see the innovation process as

the most important opportunity for learning in schools. This,

however, would be true only if the user, the student and parents,

iarticipates in the process from problem identification to imple-

men tation.

A local innovation policy does not mean, therefore, giving

increased al.thority to those who already hold power, but creating
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conditions for a continuing dialogue in the school, and between

the school and the regional and central bodies. Careful considera-

tion should be given to those aspects of the policy which encourage

a problem-solving attitude and an innovative climate (see Chapter
V).

A local innovation policy should have as its main olOcotive

to encourage and facilitate innovations in schools. This would
certainly imply a support structure (see below), but moreover it
would necessitate a continuous analysis of external and internal

constraints, reconsideration of arrangements for management,

organisational patterns, incentives and leadership functions.

This process may be the most important learning process for both

teachers and students and others who participate in it.

THE NEED Fin AN INNOVATIVE SUPPORT STRUCTURE

The educational system today uses special institutions and

programmes t.e assist the school. The whole educational administra-

tion is supposed to function as a support structure, including

activities such as teacher training, the production of textbooks,

the use of inspectors and in-service training. We believe that

major changes are necessary in these institutions if desirable

innovations are to materialise in the schools. In this context

we shall not discuss these changes since the case studies deal

ind'rectly with these questions, We shall, IlLwever, point

to some needs that are evident (and in most oases are not met by

any present institution) in most countries:

i) Local teacher centres

The Nal case study gives an example of one of the first

deliberate efforts in Europe to develop a regional development

ci,ntre. In the study of the Schools Council one sees a sustained

effort in the United Kingdom to establish teacher centres through-

out the country (more than 500 at present). This is also so in

New Jersey, Ontario, Denmark and Norway. In all areas they play

an important role in dissemination and seem to be a necessary new

struoture for innovation.

Sometimes they are used deliberately by the central authori-

ties as a strategy for the dissemination and implementation of

innovations (see the case study of New Jersey), but in most cases

they are based either on regional initiative and control (England),

or on a combination of central and regional control (Norway,

Sweden, Denmark and Cntario).
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Except in tie United Kingdom, teacher centres (or development

centres) are nJt widely established. So far their functions and

impact differ but they do seem to meet certain basic needs:

I) an information centre for teachers in a region;

an in-service training centre for teachers and

adminiotruters:

a derwristration centre for innovative practices

(developed inside or outside the region);

4) an experimental centre to assist teachers in

their innovative tasks, both professionally

and technically.

Teacher centres can play an important linkage function, both

between the school and ito environment, and among teachers with

innovative ideas from different schools.

In the case study of the York region(196) we described the

Master Teacher Programme. The change from inspectors to consul-

tants is an interesting development in most of the countries stu-

died (see Chapter IV). This suggests that a new type of inspector

is needed. He should not be responsible for the control of exis-

ting practices, but be a resource person who can assist the tea-

chers in the different stages of the innovation process. If tea-

cher centres could be stafi'ed with "Master Teachers" who are "pro-

cess experts" as well as subject specialists, the centres would

be a major stimulus in the innovation process.

We have argued for a new role for the researcher, a resource

person with research qualifications who can be a "process facili-

tator and evaluator" in the schools (see Chapter VII). The teacher

oentres would be an ideal base for such persons. In addition they

would be able to assist schools and school districts in the eva-

luation of new educational products developed inside or outside

the region. When necessary the researcher could also serve as a

resource person in relation to research and development institu-

tionc.

ii) Research and Development centres

We regard research and development as a service function for

innovative schools and school regions. Well planned, developed,

tested and evaluated programmes are a necessity for a modern edu-

cational system.

As we have concluded in this volume, however, the readiness

of the users to implement new structures, products and practices

is more of a peotlem than the development of a particular product

itself. W- have also soneluded that product development based on
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the P-h-D-1) model has so far been successful only in some areas

In the curriculum field.

New approaches to research and development are therefore

essential if the growing number of these centres is to succeed.

Participation of the user (both teacher and student) is one impor-

tant element in a new strategy.

Chase(197) discusses important characteristics of successful

research and development institutions. He first considers the

need for a more systematic planning, development and evaluation

cycle, and he adds:

"One related characteristic is attention to all the

major elements in learning environments. The approach

is one of creating systems which have as components

inotructional materials and media, physical settings,

ihJ the development of relevant behaviour for teachers

and other school personnel, family groups, and community

volunteers. The process becomes one it which all are

tuac!ht21-.. .And All are leamers, with frequent opportunities

for transpositin of roles.

A third characteristic is the linking of many organisations

and institutions in the implementation of programmes. Not

only is a greater attention being given to the contribu-

tions which can be made by Departments of Education,

school districts, and educational associations of many

kinds; but more effort is being expended to involve

parents, civic groups, industries, ethnic leaderships,

social agencies, and volunteers from the communities

concerned.

Another distinguishing characteristic of many laboratory

and centre programmes is a strong accentuation of the posi-

tive elements in the social and cultural environments of

the populations which are designated as disadvantaged.

The values and strengths which are associated with being

a black in America or a member of a non-English-speaking

group in an Anglo-Saxon culture or an Indian in a white

man's civilisation become the starting points for finding

oneself and the building -L'f relations to others".

The development and production of new educational materials

is a complicated, time-consuming and expensive task. More and

more centres would 4.aced to specialise on major themes. One can

foresee a network of specialised ce/it.res which would serve as
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analyse problems and interpret them in a wider context is the con-

cern of everyone engaged In the process. The kind of information

which is relevant would then be defined bztyeryone concerned.

As we have observed throwMout our analysis, the major prob-

lem is not that information does not exist, but rather that very

few are interested and take the energy to look for relevant infor-

mation. The creation of a need for relevant information is pro-

bably more important than the expansion of the information service.

This need is directly connected with the role the individual plays

in the process. Only through real participation in decision mak-

ing, in a dialogue with those concerned, and in active involvement

in the development and evaluation stages, is it possible to create

conditions for communication. An active partner is necessary if

comnmmioation is to have any meaning.

A structure for innovation would always have to have links

with the administration of the existing educational system. In

some cases (e.g. Sweden) the innovative structure is integrated

in the ordinary administration. In other cases the innovative

structure is more or less separated from the day-to-day adminis-

tration of the system (e.g. U.K., Norway). One can foresee all

kinds and decrees of integration both at the individual and the

institutional level. We have observed advantages and disadvan-

tages in all present structures. There is no one way to organise

the process. A particular combination of factors in one country

may call for a solution different from that required by the orga-

nisational patter, in another country, even if many basic factors

(e.g. type of innovations, degree of centralisation) are the same.
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Annex 1

CASE STUDIES OF EDUCATIONAL INNOVATION

1 - AT THE CENTRAL LEVEL

Study

1. The Schools Council,

United Kingdom

2. The Ontario Institute for

Studies in Education (OISE),

Canada

3. The National Council for

Researcher

Prof. John Nisbet, University

of Aberdeen

Prof. Francis S. Chase,

former Dean of the School of

Education, University of

Chicago, USA

Prof. Sixten Marklund,

Innovation in Education (NCIE), National Board of Education,

Norway

The New Jersey Administration,

United States

5. The National Board of Educa-

tion (NBE), Sweden

6. The Bavarian State Institute

for Educational Research and

Planning, Germany

7. Research for Better Cchools Inc.

(RBS), United States

Sweden; and Eskil Bjirklund,

Director, Chancellor of the

University's Office, Sweden

Prof. Michael D. Usdan, City

University of New York

Oddvar Vormeland, Director

of Education, Oslo, Norway

Prof. F.E. Weinert,

University of Heidelberg, and

Prof. Heribert Simons,

University of heidelberg,

Federal Republic of Germany

Prof. Leon Ovsiew, Temple

University, USA

2- AT THE REGIONAL LEVEL

1. Leicestershire, United Kingdom Prof. Brian Holmes,

University of London
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- AT THE REGIONAL LEVEL (Continued)

Devon, United Kingdom

Wetzlar, ilesse, Federal

Republic of Germany

York County Board of Education,

Cntario, Canada

nlm Swe,len

CERT Secretariat

Dr. Helga Metzner, Frankfurt

am Main, Federal Republic of

Germany, and

Dr. GUnther Probst, Berlin,

Federal Republic of Germany

HeorfberjtariSpier°:Tr'

Carolyn Moody, Ontario Insti-

tute of Education, Canada

Dr. Wolfgang-P. Teschner,

University of Kiel, Federal

Republic of Germany

AT THE SCHOOL, LEVEL

cuntetndrp.e

Leicester, United Kingdom

2 The Experimental Gymnasium,

Oslo, Norway

Thornica School, Ontario,

Canada

R$dovre School, Rdovre,

Denmark
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I. BACKGROUND

This first section of the report is to place the region in

its social, political and educational context. In general it

should contain as much of the following information as is relevant

and obtainable.

1) Relevant historical facts,

2) Place in organisation of administration in nation,

province, state,

3) Major sources of provision of needs (financial, personnel,

materials, information).

4) Scope and limits of authority and implications for

initiative in innovations:

a) Legal: i) National: Constitution/Legislation

ii) Regional: Legislation/Statutory

b) Political de facto

i) Educational organisations: teacher's unions -

university agencies - associations of administ-

rators - PTA.

ii) Non-educational: political parties - trade

union organisations - churches - organised big

business.

c) Economic

Availability of resources associated with legal and

political parameters.

5) Relations with other organisations with implications for

innovation.

(educational, non-educational, formal, informal).

6) Relevant political factors, economic factors and social

factors within the region. Might include population den-

sity, mobility, industrial base, composition of popula-

tion, general values of population as they relate to

education or general educational level of population.

7) Description of internal educational organisation - divi-

sion of labour functions, approximate size, etc.

e) Objectives of the regional authority:

- what are they?

- how articulated and established? Derived from what

sources?

- major reception groups and recipients

- perceptions of means for attaining objectives.
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II. ADVANCED iliAcTIM:

1) Those practices chosen for concentration in this report

are to be revealing of educational practices in the region and of

styles/processes/methods of implementation. All things being

,qual keep in mini the criterion of potential use or interest to

educators in the OECD Member countries'. Choose two or three if

possible.

2) Description of the practices: enough so that the practice

be recognisable but not known in all its details, If possible

refer hero (using bibliography) to sources of further information

about the practice. It is possible that a relevant piece of

information might be what criteria make the practice 'advanced' -

this in turn may require a brief statement of characteristics of

the old practice, also a note of the advanced practice's intended

effects. The practice might represent a change in goal or a

ohange 'n means of reaching it. Refer if possible and desirable

to goals of the region outlined in 'Background'.

5) Description of each practice will also include a descrip-

tion of the extent to which the practice is in use at the moment;

historical data as necessary to date its introduction, key events

in its implementation, etc. Useful information might also inclUde

who were/are primary users of the advanced practice, what persons

or groups were supposed to change their behaviour or make use of

new information, skills or materials.

4) Advanced practices may exist in any one of several pos-

sible taxonomies, oe of which is given below largely as an aid

to recognition.

a) Level or stage of education.

b) Aspect of education.

I) Structure

a. reorganisation of vertical arrangements between

'evels

b. reorganisation of horizontal relationship at

my selected 1ev.01 of education

c. urban-rural

ii) Content

a. reorganisation of content /curriculum

b. reorganisati,in of timetable

introduction of new content

AA) Methods of Instruction

a. introduction of new theories of instruction
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practices

C. technology

iv) Administration/Finance/Control

a. devolution of authority - teacher-participation

b. ,louroes of finance

c. research units /planning personnel

r) Note. it is suggested that as part of the selected bib-

lisgraphy the address be given of a person or source of further

information about the practice.

1-1.[. PROBLEM IDENTIFICATION

1) Although it is not assumed that problems are in all cases

identified before solutions are found, the general questions here

ate:

i) who or what has the power to draw attention to a problem,

to identify it, and

ii) who or what did so in the case(s) of practice(s) under

study - assuming this process did take place.

groups with this power or function might include:

a) National Agencies

Educational: Statutory

Voluntary

Non-educational: Statutory

Voluntary

b) Regional Agencies

Bodies inside regional organisation with special

responsibilities for identifying problems?

) School Agencies

-) Quection,1 would include:

a. How can the search for problems be characterised: cons-

-ious and rational? Accidental?

lias a backlog, of problems been organised and arranged in

priorities?

What is the distribution of people involved in the search

for problems?

d. Is any definition made of problems in terms of goals and

objectives of the region?

Keep in mind that answers to these questions must be derived

from tracing the actual process of problem identification in the

case( s) under study.
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V. :SOLUTION FORMULATION

1) Again it should be pointed out that solutions may have

been found before problems are identified.

2) The question is who and/or what is generally involved in

solution formulation and who or what has been involved in the

particular case(s) under study. Impetus.may come from outside

the region or from within:

- from national agencies whether educational or non-

educational (e.g. central institute for educational change,

parliament)

- from regional agencies (e.g. local school board, local

planning unit)

- from local school or student group

- from processes combining any of the above (e.g. use of

research data, consultation, etc.)

3) Questions might include:

a. What kinds of information does the region define as

relevant and in what form does it use such information?

How is the region linked to channels of information

about advanced practices, i.e. to learn what is

available and what are possible solutions? (e.g.

print, audio-visual, personal contacts, group and

temporary system arrangements).

b. How are these channels created and maintained?

c. What special structures and processes are involved in

finding solutions, e.g. Development Block, Research

and Development Unit?

d. What is the rough balance between energy devoted to

search and energy devoted to invention?

e. How can the search for solutions be characterised?

(Rational and planned? Accidental?)

f. In describing how the solution was formulated in the

particular case(s) under study, key information would

- Who or what were involved in the formulation process?

- What evidence was used in arriving at the solution

and how was this evidence gathered?

- What (if any) were notable stages during formulation?

e.g. Ilxperiments and consequent modification? Any

attempts to consider alternatives which might

achieve the same effects?
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V. SOLUTION ADOPTION

1) The power of decision actually to adopt a certain solu-

tion may be statutory in nature, may be imposed from outside the

region, may be within the bounds of regional authority, or may

rest upon compromise between the region and outside authority.

2) Again the point is to derive general procedures in the

region from precise description of the process the case(s) under

study.

5) Questions might include:

a. Identification of the groups (formal or informal)

which may be involved in solution adoption, i.e. have

the power de facto or de jure to block or oppose the

adoption of a particular solution. (Pay attention to

people who may participate in groups outside the formal

organisation.)

h. Identification of groups or persons involved in making

decisions to adopt, and the general processes by which

decisions are usually made.

In describing the particular case(s) under study, key

information should include:

- Who or what made the decision to adopt a solution?

- Who or what persons or groups opposed the 4e.cision,

on what grounds, in what ways, and with What results

(including how were they managed if relevant)?

- Who or what persons or groups supported the decision,

on what grounds, in what ways, and with what results

(including how were they managed, if relevant)?

VI. THE PROCESS OF IMPLEMENTATION: GENERAL PROCEDURES FOLLOWED

1) Is there one overall concept or strategy of change that

pervades the change activities?

a. Active: Is there a planned strategy or philosophy?

How well articulated is this strategy or philosophy?

Can people talk about it? Has experience changed it or

has it been modified over time? is there internal con -

sensus within the relevant agencies or groups on a

philosophy of change?

b. Discerned: Can a strategy be discerned e.g. power-

coercive, rational-empirical, normative-re-educative?

2) Four phases can be isolated Preparation, Implementation,

Evaluation, Diffusion (i.e. throughout the region).

a. Can these phases be discerned in the case(s) under study?
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b. Who and/or what is involved in each stage?

c. For each the following information be included:

Preparation: Preparation may be psychological or institu-

tional (e.g. training for use of new equipment) or both. Gene-

rally the question is what is the general pattern employed in

preparing to introduce or try an advanced practice, and what were

the stages in the case(s) under study? In particular:

a. Were there attempts to secure commitment? (or attempts

to convince, or announcements?)

b. Were there any attempts to define the problems of the

Users? To define who needed what kind of preparation?

How such needs might be met?

c. How were training needs met? Any attempt to acquire

relevant resources from within or without the system?

To work a collaborative manner with various concerned

groups in the system?

1. How were financial concerns sorted out?

e. What organisational patterns existed to manage the pre-

paration phase?

f. On what was the judgement based that preparation has

been adequate? Who made such a decision?

Implementation:

a. Where and on what scale was the practice first imple-

mented?

b. Who or what was involved in this decision?

c. Who or what groups were involved in the implementation?

d. What problems arose and how were they handled?

e. What organisational patterns existed to manage the imple-

mentation phase?

Evaluation: (i.e. before the practice was diffused through-

out the region)

a. Was there any conscious attempt to evaluate and modify

accordingly?

b. What provisions existed in evaluation?

c. Who or what persons or groups were involved in the evalua-

tion?

d. What modifications resulted if any?

e. Were the effects of the advanced practice and/or modifi-

eations intended or not?

f. Were effects measured qualitatively? Quantitatively?

g. What organisational patterns existed to manage the

evaluation?
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h. On what was the judgement based that evaluation and/or

subsequent modification was complete? Who made such a

decision?

Diffusion:

a. Upon what was the judgement based to implement the pro-

cess throughout the region? Who made such a decision?

b. Who or what groups were involved?

c. Did the process differ from that of the original imple-

mentation? How?

d. What organisational patterns existed to manage the dif-

fusion stage?

VII. EVALUATION PROCEDURES AND MODIFICATION

1) The advanced practice(s) under study have presumably to

some extent been disseminated throughout the region.

2) In the opinion of the regional organisation and/or the

public (if possible) have these practices had the intended effects?

What degree of success have they had? What unintended effects

have they had? What impact? What are primary reasons for suc-

cesses and failures in impact?

VIII.OTHER ACTIVITIES IN THE REGIONAL ORGANISATION AS THEY RELATE

TO THE CHANGE PROCESS

Insofar as possible and relevant note what arrangements have

been made for such items as the following, and how they help or

hinder the change process:

1) Utilisation and management of the Internal Environment.

a. The logic of the division of labour, how is it related

to the process of change? Does it help or hinder? Has

it been modified through experience?

b. Working relationships between chief education officers

and administrative subordinates.

c. Working relationships between central office people and

school heads and teachers.

d. Personnel practices - recruitment, selection, placement,

4n-service training, promotion, rewards.

e. Communication patterns, status and authority relation-

ships and decision making processes.

2) Utilisation and management of External Environment.

- How is the region linked to sources of aid or support

in its external environment?

274



- Huw are these links utilised or managed?

- What aid does the region receive from its external

environment?

- How does it manage non-aiding sectors of its environ-

ment?

IX. RESEARCHER'S OWN EVALUATION, SPECULATION, ETC.

The situation in a given region has so far been described

authentically; here the researcher may want to draw on his own

knowledge, etc. and speculate on such things as major sources of

resistance to change, major sources facilitating change, change

capacity, openness to change, etc.

Havelock's "Overall Evaluation" section, prepared for the

regional group at the CERI seminar, is reprinted as a possible

guide to some areas that might be covered.

Overall Evaluation: (Rate and give evidence which stands

out where possible)

A. How well does the regional office handle linkage (chan-

nels of communication, joint effort)?

1. Linkage to other resource systems (universities, govern-

ment agencies, etc.)

2. Linkage among staff and administrators within regional

office

3. Linkage to regions

4. Linkage to schools

5. Linkage to teachers (if applicable)

6. Linkage to students (if applicable)

B. How well does the regional office structure change

efforts?

1. Planning

2. Diagnosing

3. Goal setting

4. Division of Labour - Specification of Tasks

5. Monitoring of Change Process

5. Evaluation of Results

C. Does the regional office exhibit openness to change?

1. Accepts :nputs from other resource systems

2. Actively seeks out resources

3. Looks for and chooses among alternative solutions

4. Willing to change goals, procedures

275



q. Accepts feedback from students, teachers, regions schools

6. Able to adapt as well as to adopt them

D. Doe:, the regional office have adequate capacity to inno-

vate?

I. Level of training ani skill of staff

2. Financial resources

3. Amount of staff time

4. Able to invent and build solutions as well as to adapt,

adopt, disseminate

E. How well does the regional office orchestrate change

processes?

1. Able to employ multiple media and strategies to bring

about change

2. Able to persist in change efforts with particular clients

over time, including repeated inputs and follow-up

F. Which of the major models of change is best exemplified

by the work of this regional office?

NOTES AND COMMENT

1. This is a general outline, not exhaustive, which suggests

some of the information which might be included in various sec-

tions of the report. It is assumed that not all points will be

relevant to each site; furthermore any site may require examina-

tion of points not fully covered here.

2. It is desirable but not absolutely necessary that each

report follow to some extent the order of sections found in the

attached guidelines. Whether or not chapter headings are the same

is at this stage a matter of personal preference,

3. Writing style: these reports are being written with the

non-academic reader in mind. Use narrative form where possible.

See also Matthew Miles comments rp.1 -2 Comments on CERI Case

Studies of Educational Innovation. Notes regarding form of biblio-

graphy etc. to follow soon.

4. Sources of information for the case studies include
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newspaper:, internal documents, interviews, observation, question-

naires, etc.

5. The emphasis in all these studies is on the krocess of

change and other information, e.g. 'background', is to be included

insofar as possible, only as it in relevant to the process of

change,

6. It was agreed at the seminar that each researcher would

also include a brief introductory statement stating major methods

of obtaining information, the balance struck between the various

'methods, possible shortcomings, etc.
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